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ABSTRACT
This study examined the perceptions of parents whose children attend a Virginia 
Preschool Initiative (VPI) program concerning parental involvement with the purpose of 
informing and strengthening school and family partnerships. Data were collected using a 
field-tested survey instrument designed specifically for parents of VPI children. Study 
participants derived from a stratified random sample of parents residing in eight Virginia 
school districts whose children attend a VPI program. A total of 373 parents were asked 
to participate in this study; of these parents, 57% (N=  212) returned the parental 
involvement survey.
Parents’ responses to survey items were analyzed using content analysis, 
descriptive statistics, and multiple regression. Findings indicated that most parents 
surveyed feel positively about the teacher outreach efforts and parental involvement 
strategies employed by their children’s preschool teachers. Parents’ perceptions were 
significant beyond parents’ sociodemographic characteristics, accounting for 
approximately 18% of variability in parents’ frequency of involvement. The most 
frequently cited types of involvement were parental involvement at home (48%), parental 
involvement at school (27%), and bidirectional communication (17%) between the parent 
and her child’s teacher. Parents’ barriers to involvement were predominantly impersonal 
(57%), namely parents’ employment. In contrast, more than one-third of parents reported 
no barriers to their involvement. Facilitating factors to involvem ent included 
communication and outreach efforts (38%) and the school providing opportunities for 
involvement (24%). More than one-quarter of parents recommended that their children’s
viii
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school improve in these two areas, whereas more than half of responses indicated parents 
are pleased with their children’s preschool in its current state.
These findings have implications for policymaking and practice in the area of 
parental involvement. Because parents in this study expressed interest in supporting their 
children’s learning at home and at school, there exists significant opportunities for 
educators to enhance parents’ abilities to become “teaching partners” (Keyser, 2006), 
which may contribute to strengthening child outcomes across developmental domains. 
Additionally, it is recommended that preschool programs establish formal and informal 
means to help parents to prepare for their children’s transition to kindergarten, including 
specific information on typical and atypical child development and expectations for the 
kindergarten setting. Lastly, further research is needed concerning effective means to 
gather perceptual data from parents who are non-responsive to such efforts.
ix
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Chapter I - The Problem 
Introduction
A child’s development is formed by a dynamic, continuous interaction between 
biology and experience (Shonkoff & Phillips, 2000). Inarguably, the early childhood 
years are critical to a child’s development, providing the foundation for school and life 
success (Carnegie Corporation of New York, 1996; Hepburn, 2004). Many young 
children enter formal schooling without the requisite knowledge, skills, behaviors, 
physical well-being and motor development and, therefore, lack “school readiness” 
(Kohen, Hertzman, & Brooks-Gunn, 1998). The construct o f school readiness is 
multidimensional, and is influenced by a host of factors, including family, peers, school, 
and community (Blair, 2002; Kohen et al., 1998; McLoyd, 1998).
Significant disparities in the skills of young children at school entry are confirmed 
in scientific research. A recent study of a nationally representative sample of 22,000 
kindergarteners, for example, found that children enter kindergarten exhibiting a range of 
school readiness traits, which can be attributed to variation in family characteristics (e.g., 
maternal education) and home experiences (e.g., reading to child; interacting through 
play). The risk factors that most strongly correlated with differences in children’s 
knowledge, skills, and health at school entry in this study were having a mother with less 
than a high school diploma, being from a single-mother family, being a welfare recipient, 
and being a non-English primary language speaker (West, Denton, & Germino-Hausken,
2000). As these factors typically correlate with poverty, children of lower socioeconomic 
backgrounds are more likely to enter formal schooling behind their peers in school
1
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readiness traits, which, in turn, impacts later academic achievement (Albritton, Klotz, & 
Robertson, 2003; Stipek & Ryan, 1997).
A child’s primary caregivers (referred hereafter as “parents”) are the most 
influential adults in a child’s life, even when the child spends most of his waking hours in 
child care (Shonkoff & Phillips, 2000). A parent’s characteristics, namely income and 
educational level, correspond with her child’s school performance (McNeal, 1999); 
however, parental involvement in a child’s schooling can reconcile the influences of a 
parent’s characteristics on a child’s academic success (Stevenson & Baker, 1987). As the 
environment provided by a child’s parents has profound effects on the child’s readiness 
to begin kindergarten, early childhood services include parental involvement among their 
program goals. Originating in the health, mental health, and special needs communities, 
such family-centered services are now considered critically important in school 
programs, especially those serving young learners (Hepburn, 2004).
Positive collaborations between schools and families yield positive outcomes for 
students (Epstein, 1995). Research demonstrates that a parent’s involvement in a child’s 
schooling both at home and at school positively affects the child’s academic achievement 
(Comer & Haynes, 1991; Sui-Chu & Willms, 1996; Trusty, 1998) and social competence 
(Fantuzzo & McWayne, 2002). To attain such positive effects, parental involvement 
often entails a parent education component (e.g., assisting with parenting skills). 
According to Stevenson and Baker (1987), it is imperative that parents “have knowledge 
about their child’s schooling and access to resources to help their child” (p. 1348). As 
research studies affirm the positive effects of parental involvement and education on a 
child’s development and academic achievement, they are considered essential elements
2
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of successful preschool programs, particularly for at-risk, disadvantaged learners (Harris 
& Larsen, 1989).
To maximize positive outcomes for children, early childhood intervention 
programs focus on parental involvement to improve the quality of family environments 
and child-rearing practices (Powell, 1982). Among the most notable, Head Start and 
Early Head Start provide comprehensive support for families of economically 
disadvantaged children. These federal-to-local grant programs emphasize parental 
involvement, hire and train parents as employees, and establish Parent Policy Councils to 
establish local policies and monitor program activities (Hinkle, 2000).
Similarly, states nationwide allocate funding for early childhood intervention 
programs in which parental involvement is emphasized. The Virginia Preschool Initiative 
(VPI) is one such program, and is the focus of this study. In January, 1994, the Virginia 
General Assembly enacted VPI, appropriating state funds to establish full-day preschool 
programs for Virginia’s at-risk four-year-olds not served by other similar programs 
(VDOE, 2006b). The establishment of VPI programs served to provide additional 
support to students entering public schools without the basic skills needed for success 
(Kitchen, 2000). Currently, VPI funding is allocated to serve 100% of eligible children 
throughout the Commonwealth of Virginia in school districts that choose to participate. 
Each locality determines the selection criteria for eligible children; possible risk factors 
for children defined by the Virginia Department of Education include poverty; 
homelessness; having parents who are school dropouts, have limited education, or are 
chronically ill; stress induced by poverty, violence, crime, underemployment,
3
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unemployment, homelessness, or incarceration; health or developmental problems; and 
limited English proficiency (VDOE, 2006b).
The stated purpose of VPI is “to reduce disparities among young children upon 
formal school entry and to reduce or eliminate those risk factors that lead to early 
academic failure” (VDOE, 2006b, p. 4). To meet this aim, five goals are outlined: 1) 
quality preschool education; 2) parental involvement; 3) comprehensive child health 
services; 4) comprehensive social services; and 5) transportation. To qualify for state VPI 
funding, localities must contribute a local match as determined by the composite index of 
local ability-to-pay, comply with state regulations, and meet the necessary criteria of a 
high quality, comprehensive early childhood program (VDOE, 2006b). The VPI program 
highlights the growing emphasis on ensuring school readiness among at-risk learners, as 
well as the importance of collaboration between schools and families of these young 
children.
Statement of the Problem 
Research indicates that the strongest predictor of parental involvement is parents’ 
perceptions of teacher outreach, even when sociodemographic variables are controlled 
(Patrikakou & Weissberg, 2000). When parents feel valued in their child’s school, they 
are more likely to develop positive self-concepts, which, in turn, result in positive 
outcomes for the child (Bruckman & Blanton, 2003). By examining parents’ perceptions 
of parental involvement related to their children’s VPI program, one can determine 
possible facilitating and hindering factors to parents’ involvement in their children’s 
preschool experience. Assessing parents’ perceptions, therefore, is essential as these 
perceptions influence outcomes for children as they develop readiness for kindergarten.
4
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A child’s family is the primary context in which she develops (Berger, 1991; 
Bronfenbrenner, 1979; Hepbum, 2004), and, therefore, strongly influences her cognitive, 
physical, and emotional development (Shonkoff & Phillips, 2000). Child development 
does not occur in isolation, however; rather, it is influenced by the processes involved as 
individuals and social organizations connect (e.g., Epstein, 1995). These dynamic and 
ever-changing processes include both parents’ and teachers’ perceptions and practices of 
involvement that contribute to a child’s development in specific domains.
In order to maximize the effectiveness of parental involvement policies, on-going 
evaluation is critical (Hepbum, 2004). To date, the perceptions of VPI parents concerning 
teacher outreach efforts and their own practices of involvement have not been formally 
examined. This study examined parents’ perceptions in VPI programs located in eight 
selected Virginia school districts serving families of diverse sociodemographic 
circumstances.
Purpose of the Study 
The purpose of this study was to examine the perceptions of parents whose 
children attend a VPI program concerning parental involvement. These data included 
parents’ perceptions of parental involvement practices and teacher outreach efforts; the 
degree of parents’ reported parental involvement in various areas; and parents’ 
perceptions of facilitating factors and barriers to their involvement. This research study 
aims to provide the participating school districts with further data necessary to ensure the 
success of their local parental involvement policies and practices, as well as data that may 
prove useful to VPI programs state-wide and to other preschool programs serving similar 
populations.
5
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Both quantitative and qualitative methodologies were employed to gather 
information concerning parents’ perceptions of parental involvement in VPI programs in 
each of the eight Virginia Regional Study Groups as defined by the Virginia Department 
of Education (2007) (see Appendix A). Data collection was conducted using a validated 
survey instrument designed specifically for parents of VPI children (Crawford, 2006); 
responses to open- and close-ended survey items were analyzed using quantitative and 
qualitative aspects of content analysis, descriptive statistics, and multiple regression.
Significance of the Study 
As stated previously, parental involvement is considered significant in the 
development of a child’s school readiness and transition to kindergarten (Reynolds, 
Mavrogenes, Bezruczko, & Hagemann, 1996). Research suggests that parents are often 
guided by teachers’ encouragement to be involved in their children’s education (Epstein, 
1996). In fact, Patrikakou and Weissburg (2000) found that the strongest predictor of 
parental involvement is parents’ perceptions of teacher outreach, even when controlling 
for sociodemographic variables. Thus, assessing parents’ perceptions of teacher outreach 
efforts is essential to determine the factors that may influence a parent’s level of 
involvement.
Further, teachers report knowing little about how parents are involved, especially 
in the contexts of their homes. Consequently, teachers’ awareness of parents’ level of 
involvement can assist teachers in providing parents with individualized attention and 
support in supplementing their child’s education (Baker, Kessler-Sklar, Piotrkowski, & 
Parker, 1999). This study’s findings may inform parental involvement planning in the 
VPI program, especially in determining ways to support the children and families served.
6
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Lastly, the resulting analyses of the data gathered could also inform parental 
involvement planning in the VPI program concerning facets of parental involvement 
reported as challenging or ineffective by participating parents. Data yielded in the study 
could assist participating Virginia school districts, VPI programs state-wide, and other 
similar preschool programs in determining ways to improve their local parental 
involvement policies and practices.
Research Questions
The primary research issues addressed by this research study were: “What are the 
perceptions of VPI parents concerning parental involvement?” and “Are there differences 
in these perceptions?” Specific research questions included:
1. What are VPI parents’ perceptions of the teacher outreach efforts and parental 
involvement strategies promoted by their children’s VPI program?
2. How and to what degree do VPI parents report being involved in school 
activities, home-leaming activities with their children, communications with 
their children’s teacher, and other related parental involvement practices?
3. What is the relationship among VPI parents’ sociodemographic variables, 
perceptions of teacher outreach efforts and parental involvement strategies 
promoted by their children’s VPI program, and parents’ reported level of 
involvement?
4. What do VPI parents identify as barriers to their involvement in their 
children’s education both at home and at school?
5. What do VPI parents identify as facilitating factors to parental involvement in 
their children’s education both at home and at school?
7
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Delimitations and Limitations of the Study
Delimitations
A delimitation implies those limitations imposed deliberately by the researcher 
(Rudestam & Newton, 2001). One delimitation of this study includes the selection of 
eight school districts out of the 92 that currently offer VPI programs to four-year-old 
children at-risk of school difficulties throughout the Commonwealth of Virginia. The 
researcher delimited this study to demographically varied school districts offering VPI 
programs to ensure sample diversity, and thereby increasing the generalizability of the 
study’s findings.
Limitations
A limitation implies those restrictions beyond the researcher’s control (Rudestam 
& Newton, 2001). As one data collection method employed in this study, surveys are 
considered more “true to life” and generalizable when random sampling is employed 
compared to some forms of controlled experimentation (Neuendorf, 2002, p. 49); the 
generalizibility of this study’s findings, nonetheless, serves as a limitation. This study is 
also be limited to the VPI parents in the selected eight Virginia school districts who were 
willing to participate. All parents served in the VPI programs located in these eight 
districts were contacted to complete the parental involvement questionnaire; however, the 
survey data results are limited to those responses made available to the researcher. In 
addition to desire to participate, barriers due to language or culture may also have limited 
the number of returned surveys. Further, questions deemed sensitive or threatening by 
respondents (e.g., demographic information) may have limited the responses to those
8
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survey items (see Alreck & Settle, 2004). This study was further limited by the accuracy 
of the participants’ responses on the surveys.
Definition of Terms 
For the purposes of this research, the following terms will be used:
At-risk
A child who is “at risk” for school failure or difficulties exhibit one or more of the 
following characteristics: lives in poverty; has parents who are school dropouts, have 
limited education, or are chronically ill; is homeless; has experienced stress induced by 
poverty, violence, crime, underemployment, unemployment, homelessness, or 
incarceration; has health or developmental problems; and has limited English proficiency 
(VDOE, 2006b).
Early Childhood
The early years of human growth and development spanning the period between birth 
and the age of five.
Home visiting
A “strategy for engaging families.. .using curriculum and activities to facilitate learning 
and change; focusing on family and child development (often in parallel); and leading to 
outcomes that can include improved child and family health, decreased child abuse and 
neglect, improved parent child interactions, and increased sense of support and reduced 
stress for parents” (Hepbum, 2004, p. 28).
Low-income
Low-income refers to one’s eligibility for a public school’s free- or reduced-lunch 
program.
9
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Parent
The term “parent” will be defined per federal legislation to include a child’s legal 
guardian or other person standing in loco parentis, such as a grandparent or stepparent 
with whom the child lives, or one who is legally responsible for the child's welfare 
(NCLB, 2001).
Parent education
Parent education includes “activities that strengthen parent knowledge about child 
development build parent skills to strengthen relationships between parent and child, and 
promote age appropriate care and activities to promote a child’s health, development, 
and social emotional skills” (Hepbum, 2004, p. 9).
Parental involvement
In the context of this study, parental involvement will be defined as both those parental 
behaviors which are observable (e.g., school-to-home communications; parental 
involvement at home and at school) and those which are less or unobservable (e.g., 
parents’ sense of empowerment) that may yield beneficial outcomes for children. 
Parenting
The “attitudes, values, and practices of parents in raising young children” (Weiss, Caspe, 
& Lopez, 2006, p. 1).
Socioeconomic Status (SES)
A global compilation of family resources typically determined by family income and 
level of parent education or occupation (Foster, Lambert, Abbott-Shim, McCarty, & 
Franze, 2005).
10
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Chapter II - Review of the Literature
This chapter reviews the literature related to parental involvement in early 
childhood education. Sections include: (a) school readiness; (b) a review of contemporary 
federal-, state-, and district-level parental involvement policies and programs in early 
childhood education; (c) a discussion of the theoretical underpinnings of the study; 
definitions of parental involvement; (d) the benefits of parental involvement; (e) the types 
of effective parental involvement practices; (f) predictors of parental involvement; (g) 
parents’ perceptions of parental involvement; and (h) chapter summary.
The purpose of this study was to examine the perceptions of parents whose 
children attend a Virginia Preschool Initiative (VPI) program concerning parental 
involvement. These data included parents’ perceptions of parental involvement practices 
and teacher outreach efforts; the degree of parents’ reported parental involvement in 
various areas; and parents’ perceptions of facilitating factors and barriers to their 
involvement. This research study aims to provide the participating school districts with 
further data necessary to ensure the success of their local parental involvement policies 
and practices, as well as data that may prove useful to VPI programs state-wide and to 
other preschool programs serving similar populations.
School Readiness
A child’s early experiences affect all aspects of her development (Shonkoff & 
Phillips, 2000). Research indicates that a young child’s primary social contexts (e.g., 
family and childcare settings) play an especially important role in her development of 
academic, behavioral, and emotional traits, which, in turn, shape her “readiness” for entry 
into kindergarten (Connell & Prinz, 2002). Formerly a static, child-focused construct,
11
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“school readiness” is presently considered a “socially constructed phenomenon” that 
exists within “a comprehensive and ecologically sensitive framework” (Blair, 2002, pp. 
122-123).
While there is no single definition of school readiness (Karoly, Kilbum, & 
Cannon, 2005), cognition, language, physical health, and social and emotional 
development are considered key indicators (Anderson, Shinn, Fullilove, Scrimshaw, 
Fielding, Normand et al., 2003). Specifically, children who exhibit appropriate 
development in language, phonemic awareness, self-control, emotion regulation, and 
social skills are likely to experience success in kindergarten (Foster et ah, 2005). When 
young children enter kindergarten “ready to succeed,” they benefit most from their school 
years (Weiss et ah, 2006, p. 2).
Differential life experiences result in some children being at increased risk for 
school readiness deficits (Albritton et ah, 2003; Anderson et ah, 2003; Connell & Prinz, 
2002; Karoly et ah, 2005; Shonkoff & Phillips, 2000). According to a recent study 
conducted by the U.S. Department of Education, nearly half of all entering 
kindergarteners exhibit the following risk factors associated with deficits in knowledge, 
skills, behaviors, and health at school entry: having a mother with less than a high school 
education; living in poverty; living in a single-parent household; and having parents 
whose primary language is not English (West et ah, 2000). Because children who enter 
kindergarten lacking preparedness often experience lower rates of achievement in later 
years, are more likely to require special education services, experience grade repetition, 
and drop out of high school, federal, state, and local governments, along with the private 
sector, advocate and invest in early childhood programs aimed toward improving
12
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children’s school readiness, and, consequently, related future outcomes (Karoly et al.,
2005).
The shared importance of young children’s school readiness is evidenced in the 
financial investment and political support expressed for early childhood programs. In 
1994, school readiness was established as a key national agenda with the enactment of 
Goals 2000: Educate America Act in which Congress declared: “By the year 2000, all 
children in America will start school ready to learn.” To meet this aim, the following 
objectives were established:
(i) all children will have access to high-quality and developmentally appropriate 
preschool programs that help prepare children for school;
(ii) every parent in the United States will be a child's first teacher and devote time 
each day to helping such parent's preschool child learn, and parents will have 
access to the training and support parents need; and
(iii) children will receive the nutrition, physical activity experiences, and health 
care needed to arrive at school with healthy minds and bodies, and to maintain the 
mental alertness necessary to be prepared to leam, and the number of low-birth 
weight babies will be significantly reduced through enhanced prenatal health 
systems. (Goals 2000: Education America Act, 1994).
More recently, the current Bush administration politically supports early childhood 
programs as a means to improving young children’s school readiness. The Good Start, 
Grow Smart initiative, for example, serves to assist states and communities in 
strengthening educational programs for young children. The stated goal of Good Start, 
Grow Smart is “to ensure that children enter kindergarten with the skills they need to
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succeed by partnering with states to improve early childhood education; strengthening 
Head Start; and providing information based on scientific research to teachers, 
caregivers, and parents” (U.S. Department of Health and Human Services & U.S. 
Department of Education, 2006, p. 1). The goals of Good Start, Grow Smart are 
implemented through numerous federal policies and programs, namely Title I preschool, 
Head Start and Early Head Start, and early literacy grants.
In addition to federal initiatives, states have increasingly advocated 
comprehensive early childhood programs, namely preschool education, to promote 
school readiness in young children. Notably, 31 state legislatures committed recently 
increased funding for preschool programs serving three- and four-year-old children in 
Fiscal Year (FY) 2007, with no state legislative body having authorized reduced funding 
for pre-kindergarten. In total, states have increased preschool funding by more than $1 
billion during the last two years (Pre-K Now, 2006). Like other states, Virginia’s 
financial commitment to preschool education has risen steadily in recent years. Since the 
implementation of the Virginia Preschool Initiative (VPI) program for at-risk four-year- 
olds, funding has increased from $8 million in 1995-1996 to $ 38.5 million in 2005-2006 
(VDOE, 2006a).
Mounting evidence of the broad benefits of comprehensive, high quality 
preschool education, especially for low-income children, has driven much of this impetus 
for expanding young children’s access to early education. The frequently referenced and 
highly acclaimed longitudinal studies of the Abecedarian project, the High/Scope Perry 
Preschool initiative, and the Child Parent Centers in Chicago have demonstrated that 
children who received comprehensive, high quality early education services were more
14
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likely compared to the control groups to have higher cognitive achievement, to have 
higher high school graduation rates, to earn a higher salary, and to have experienced 
fewer criminal arrests (Campbell, Ramey, Pungello, Sparling, & Miller-Johnson, 2002; 
Reynolds, Ou, & Topitzes, 2004; Schweinhart, Montie, Xiang, Barnett, Belfield, &
Nores, 2005). Grounded in these longitudinal research findings, the increased fiscal and 
political support for expanding preschool programs nationwide illustrate the growing 
commitment to early childhood programs aimed toward improving young children’s 
school readiness and future related outcomes.
Parental Involvement in Early Education 
Parental involvement is a key feature of early childhood legislation, policies, and 
programs at the federal, state, and local levels. Due to research-based evidence that 
school and family partnerships yield positive outcomes for children, families, and schools 
(Rutherford, Anderson, Billig, & RMC Research Corporation, 1995), contemporary 
policies in education, social welfare, labor, and other related sectors emphasize parental 
involvement in children’s learning and development. While parental involvement in 
young children’s schooling first garnered national focus in the 1960s, an increased 
emphasis on parental involvement in schools began in the 1980s (Berger, 1991). Today, 
political leaders of all parties endorse parental involvement as a “fundamental component 
of successful schooling” (Casanova, 1996, p. 30).
Four levels of policy promote these school and family partnerships;
Federal policies that provide a template for other efforts that are intended 
to guarantee the involvement of parents, families, and communities in
15
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schooling; State policies that reflect the urgency to use the resources of 
home and community to ensure student success;
District policies, often linked to state and federal initiatives, that support 
school/family and community partnerships; and
School policies that exist as “stand alone” documents, or policies that are 
subsumed under a larger district policy framework (Rutherford et al.,
1995, p. ii)
Federal Law, Policies, and Programs. The United States Congress enacts 
legislation “to translate the intent of the United States Constitution into actual practices” 
(Cambron-McCabe, McCarthy, & Thomas, 2004, p. 14). Legislation, typically the statues 
enacted by Congress or state legislatures, informs governmental policy—including a 
government’s expressed intentions and official enactments (Fowler, 2004). Since the 
1960s, significant, broad-sweeping federal legislation and related funding have impacted 
early childhood programs that serve millions of children aged birth through five, namely 
Head Start and Early Head Start, Title I of the Elementary and Secondary Education Act 
(ESEA), and special education grants for preschoolers, infants, toddlers, and families in 
conjunction with Parts B and C of Individuals with Disabilities Education Act (IDEA) 
(U.S. Department of Health and Human Services & U.S. Department of Education,
2006). Each of these programs includes a parental involvement component, highlighting 
the shared value in actively involving families in children’s early learning and 
development.
Head Start and Early Head Start programs provide comprehensive services to 
906,000 children living in poverty (U.S. Department of Health and Human Services &
16
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U.S. Department of Education, 2006). Unlike other federal early childhood programs, 
Head Start is the sole program that awards grants directly to local agencies (Ripple & 
Zigler, 2003). First implemented in 1965 as an eight-week summer program 
(Administration for Children and Families, 2006), most Head Start programs today 
operate part-day, three to five days per week, on a school year calendar (Hinkle, 2000).
In order to receive federal funding, Head Start programs must adhere to Head 
Start Program Performance Standards. Among the responsibilities of Head Start agencies 
is to create collaborative partnerships with parents to establish shared trust and to define 
family goals, strengths, and needed services and other supports. Further, Head Start 
agencies must develop and implement partnership agreements with each family to define 
the goals, responsibilities, timeline, and strategies necessary to ensure successful school- 
family partnerships. Included in such agreements are frequent and routine communication 
between Head Start staff and families at the school site and during home visits. Head 
Start staff must also provide parents opportunities to enhance their parenting skills and 
their understanding of their children’s educational and developmental needs, and to share 
concerns about their children (Program Performance Standards for the Operation of Head 
Start Programs by Grantee and Delegate Agencies, 1998).
Head Start parents are encouraged to participate in their children’s education in 
multiple ways, including school visits, home learning, employment in Head Start schools, 
curriculum development, family literacy activities, policy-making, and community 
advocacy. Parental participation, however, must be voluntary; in other words, parental 
involvement must not be required for a child to be enrolled in a Head Start program 
(Program Performance Standards for the Operation of Head Start Programs by Grantee
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and Delegate Agencies, 1998). This statement likely reflects an understanding that low- 
income, working parents are often face barriers to parental involvement such as lack of 
paid leave and occupational flexibility (see Heymann and Earle, 2000).
Parental involvement policies under Title I of the ESEA (the latest reauthorization 
occurring with the enactment of the No Child Left Behind Act of 2001) were the first 
federal mandates for school and family partnerships in public education. Originating in 
response to social changes in the 1960s, these policies have undergone numerous 
modifications with each reauthorization of the law (Rutherford et al., 1995). Notably, the 
Improving America’s Schools Act of 1994 resulted in increased responsibility and 
mandates for parental involvement in Title I schools through the school-parent compact 
(Beach, 1997). Today, the No Child Left Behind Act requires that all schools receiving 
Title I funds develop a written parent involvement policy with parents and approved by 
parents; notify parents and the community about its policy in an comprehensible and 
consistent format; use at least 1% of the school’s Title 1 funds to develop a parent 
involvement program if the school collects more than $500,000 in Title 1 funding; 
describe and explain the school’s curriculum, standards and assessments; develop a 
parent-school agreement about how families and the schools will collaborate to ensure 
children’s progress; and give parents detailed information on student progress (NCLB,
2001). Although modifications occur with each reauthorization, Title I parental 
involvement legislation serves as a template for state and local efforts to ensure parental 
involvement in schools (Rutherford et al., 1995).
While the majority of the $13.3 billion dollars in Title I funds are allocated to K- 
12 education (see U.S. D.O.E., 2006), a considerable amount is dedicated to children
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from birth to kindergarten entry. Title I Preschool serves some 400,000 preschool 
children nationwide with an annual budget of $274 million; funding eligibility for school 
districts or schools entails having a high-percentage of low-income children who are at- 
risk of school failure (U.S. Department of Health and Human Services & U.S.
Department of Education, 2006). Any child from birth to the age at which the local 
education agency (LEA) provides a free public education may receive services using 
Title I funds. The U.S. Department of Education (2004) stresses the importance of 
parents and teachers acting as “partners in preparing children for future school success” 
(p. 13); recommended practices to achieve this aim include regular and meaningful 
communication about what children are learning at school and their skill acquisition; 
strengthening parents’ ability to support a child’s learning at home; and helping parents 
develop a plan for the transition from preschool to kindergarten (U.S. D.O.E., 2004).
Early childhood federal grants are also awarded to states in conjunction with Parts 
B and C of IDEA. Special education preschool grants serve 680,000 children ages three 
to five with disabilities and developmental delays, while special education grants for 
infants, toddlers, and families serve 272,000 children from birth to age three with 
disabilities and developmental delays (U.S. Department of Health and Human Services & 
U.S. Department of Education, 2006). IDEA legislation states that research and 
experience indicate that the education of children with disabilities “can be made more 
effective by .. .strengthening the role and responsibility of parents and ensuring that 
families of such children have meaningful opportunities to participate in the education of 
their children at school and at home” (Individuals with Disabilities Education Act, 1994). 
For young children with disabilities, IDEA legislation includes additional mandates such
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as the creation of an individualized family service plan, parent training and education, 
and the planning and management of special services for children and families (Early 
Intervention Program for Infants and Toddlers with Disabilities, 2004).
In sum, federal legislation, policies, and programs advocate school and family 
partnerships in young children’s learning and development.
State Law, Policies, and Programs. As of 2005, nearly all states have enacted 
legislation on parental involvement, including encouraging parents’ participation in their 
children’s education both at school and at home, and legislation pertaining to parental 
rights. Virginia is among the 17 states nationwide that charge all districts, boards of 
education, or schools to implement parental involvement policies (ECS, 2005). Virginia 
statue mandates that within one calendar month of the opening of school, each division 
must provide parents written notice of the requirements regarding parental responsibility 
and involvement, among other documents. Parents must sign and return to the school a 
statement acknowledging receipt of these materials; each school must in turn maintain a 
record of such signed documents. Further, Virginia permits parents the right to express 
disagreement with school or school division policies or decisions (Parental Responsibility 
and Involvement Requirements, 1995).
In addition to state legislation on parental involvement, states nationwide have 
implemented preschool programs with varying degrees of availability in which parental 
involvement is required. As of 2006, Florida, Georgia, and Oklahoma are the sole states 
that currently offer free, universal preschool; numerous other states, including Virginia, 
are considering implementation of universal preschool in coming years (Pre-K Now, 
2005-2006). While the administration under Governor Timothy Kaine aims to enact a
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universal preschool program statewide through its Start Strong initiative by the end of his 
term in 2010 (Glod, 2006), the VPI grant program establishes quality preschool programs 
for at-risk four-year-olds not served by Head Start or other similar programs. Enacted in 
1995, the requirements for VPI funding include a written local plan for quality preschool 
education; parental involvement; comprehensive child health services; comprehensive 
social services; and transportation (VDOE, 2006b). In the 2005-2006 school year, 117 
localities in Virginia were eligible to receive VPI funds, of which 92 elected to 
participate (VDOE, 2006a).
To obtain state funding, localities must meet all required components, including 
an established plan for parental involvement at the local level. The Virginia Department 
of Education (2006a) defines evidence of “parents as partners” in their children’s VPI 
program through parents’ participation in program planning and program activities; 
meeting arrangements that encourage parental attendance; and “a plan for regular, 
frequent communication with individual parents and the parents’ group” (p. 3). Further, 
VPI programs are to emphasize parent education on topics such as child development, 
health and nutrition, and other related topics, the availability of parent resource materials, 
and family literacy programs (VDOE, 2006a).
Other states include similar mandates for parental involvement in early childhood 
education. The Florida Voluntary Pre-kindergarten (VPK) legislation, for example, 
requires parental involvement in its early learning programs. Signed into law on January 
2, 2005, VPK serves to prepare four-year-olds for kindergarten, with an emphasis on 
early literacy (Office of Early Learning, 2006). The legislation supports families in 
numerous ways, such as requiring that VPK programs be offered in the summer, even
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when housed in public elementary schools. Early Learning Coalitions throughout the 
state serve to administer VPK programs, each of which is required to collaborate with the 
Agency for Workforce Innovation to increase parental training for and involvement in 
their children’s preschool education, and to offer family literacy activities and programs 
(Handicap or High-Risk Condition Prevention and Early Childhood Assistance Act, 
2005).
North Carolina is considered a leader in early education largely due to having 
expanded the availability, affordability, and quality of its programs and to having 
integrated preschool and comprehensive early education services in unique ways (Pre-K 
Now, 2005-2006). The Smart Start initiative was enacted in 1993 legislation stating that 
all children should have access to high-quality early childhood education and 
development services. The law specifically outlined parental responsibility to raise, 
educate, and instill values in their children; however, the state can assist parents in their 
roles as their children’s primary caregivers and educators. More recently, the 2005 
legislation added a plan for the creation of an Office of School Readiness to identify all 
state-level programs that impact children’s readiness for school and recommendations for 
the coordination of these programs (North Carolina Partnership for Children, 2006).
In short, while states’ early childhood legislation require parental involvement 
among the comprehensive services offered in participating early childhood programs, the 
legislative language often promotes flexibility for localities to determine their respective 
needs and strategies for parental involvement.
Social welfare and labor legislation further support parental involvement in early 
education. Florida social welfare statute, for example, mandates the availability of
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education, early assistance, and related services for high-risk children and their families, 
including parent education and counseling, and parent support groups (Handicap or High- 
Risk Condition Prevention and Early Childhood Assistance, 2005). States have also 
enacted legislation granting parents the right to be involved in their children’s education 
without reprimand from employers. Currently, a total of 15 states encourage or require 
employers to allow parents to attend activities such as parent-teacher conferences (ECS,
2005); of these, eight states and the District of Columbia mandate job-protected leave for 
employees to participate in their children’s educational activities (National Partnership 
for Women and Families, 2006).
North Carolina legislation entitled “Leave for Parent Involvement in Schools,” for 
example, states that the North Carolina General Assembly believes that parent 
involvement is necessary for school success and positive student outcomes.
Consequently, this legislation grants four hours of unpaid leave annually to any parent or 
guardian of a school-aged child to attend school activities during a mutually agreed time 
between the employer and employee, and upon written notification from the child’s 
school that the employee attend or was otherwise involved during the time of the leave. 
Schools include public and private, both secular and nonsecular, as well as preschools 
and child care facilities (Leave for Parent Involvement in Schools, 1993). California 
includes similar legislation, requiring employers with 25 or more employees to allow 
employees to take up to eight hours of unpaid leave per month, to not exceed 40 hours 
per year, to participate in a child’s school or daycare activities. Employees must use 
existing vacation, personal leave, or compensatory time for such leave (Family-School 
Partnership Act, 1994).
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The School Visitation Rights Act of Illinois outlines more stringent regulations 
than some states, requiring employers with 50 or more employees to provide eight hours 
of unpaid leave per year, not to exceed four hours in one day, to participate in a child’s 
school activities. Eligibility is contingent upon employees having been employed part- 
time for at least six months and having exhausted all accrued vacation, personal, 
compensatory, or other leave (other than sick or disability leave) before taking unpaid 
leave (School Visitation Rights Act, 1992). Despite the variation in states’ parental leave 
mandates and stipulations, the legal requirement for employers to grant employees leave 
to attend their children’s school-related events represents a growing emphasis on the 
shared value of parental involvement in children’s education.
District Policies and Programs. Parental involvement policies that transfer 
responsibility for educational and social problems from the state to families and 
individual teachers represent popular educational reforms (Lareau & Shumar, 1996). 
Without prescribed district-level parental involvement policies, parental involvement 
programs are less likely to be implemented (Kessler-Sklar & Baker, 2000). Clearly, 
school and family partnerships and programs operate within the unique contexts of 
schools and school districts (Rutherford et al., 1995), and, therefore, differ to meet the 
needs o f the students and families served (Epstein, 1995).
District parental involvement policies often mirror state and federal initiatives 
(Rutherford et al., 1995), while the unique language therein reflects the goals and values 
of the local community. Traditionally, local school boards play an important role in 
district-level educational policy making. As agencies of state government, how local 
school boards are formed and how they function are defined in state law. Among the
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primary functions of local school boards is to implement state-mandated policies; 
however, local boards of education have authority to implement policies aimed to meet 
local needs within the boarder state-level policy framework (Fowler, 2004). Parental 
involvement policies outlined by local school boards reflect such authority.
Leon County, Florida, school board policy on “Family and School Partnerships,” 
for example, defines the responsibilities of both schools and families. Parental 
involvement practices endorsed by the county include parenting (i.e., parent training in 
parenting and childrearing), communicating, volunteering, learning at home, decision 
making, and collaborating with the community. Further, the district and schools are 
required to provide professional development on effective parental and community 
involvement strategies for staff. The written policy also encourages families to instill in 
their children the value of education, hold high expectations for their children’s 
achievement and future employment, and become involved in their children’s education 
both at home and at school, as well as participate in the development, implementation, 
and evaluation of parental involvement programs (Leon County Schools, 2003).
In contrast, Williamsburg-James City County, Virginia, school board policy on 
“Parental Partnerships” differs from those policies that outline plans for the entire district. 
Instead, it requires that each school develop and implement a written biennial school plan 
for parental involvement. The policy further outlines the responsibility of parents, 
schools, teachers, and the community for children’s education. As children’s “first and 
most important teachers” (Williamsburg-James City County Public Schools, 2001, para. 
2), parents are encouraged to instill a positive attitude and a supportive learning 
environment for their children’s education. Schools and teachers are responsible for
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providing appropriate learning environments and for employing strategies and materials 
to allow each child an opportunity to succeed. Finally, the community is charged with 
collaborating with parents and schools to support student learning and to celebrate 
student achievements (Williamsburg-James City County Public Schools, 2001).
In addition to school board parental involvement policy designed for local public 
schools, early childhood initiatives often outline additional requirements or 
recommendations for parental involvement. Florida’s VPK program, for example, 
includes broad policies and practices to encourage parental involvement. At the local 
level, Early Learning Coalitions outline parental involvement policies pertinent to early 
childhood programs within a given region. The Early Learning Coalition of Miarni- 
Dade/Monroe, for example, includes a plan outlining “Processes with Parents.” A 
requirement component includes “Parent Involvement and Skill-building,” in which two 
contract service providers must provide parent education through “culturally appropriate” 
meetings and training activities. Included topics are children’s health care needs, child 
abuse/neglect prevention, literacy, and the state’s early learning standards for children 
birth through age five. Additionally, the local coalition must provide a resource guide 
containing childcare listings and other appropriate information for parents. To meet the 
needs of the population served, printed information is published in Creole, English, and 
Spanish. Some participating districts also offer literacy projects in which families are 
given age-appropriate books for their children and a pamphlet on the importance of 
reading to children when they receive “school readiness” services (Early Coalition of 
Miami-Dade/Monroe, 2006).
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In short, while federal, state, and district policies may guide school and classroom 
practices, it is important to note that these policies are expressed directly by individual 
teachers and administrators in their interactions with children, families, and other 
educators (Epstein, 1996). Clearly, evaluation of school-family partnerships is critical to 
the success of parental involvement practices. Research demonstrates that parental 
involvement can be strengthened to yield more beneficial outcomes for children and their 
school readiness (Weiss et al., 2006), unlike other variables deemed static (e.g., gender) 
or less easily altered (e.g., ability, family socioeconomic status) that affect children’s 
learning and development (Desimone, 1999; Marcon, 1999). By determining VPI 
parents’ perceptions of parental involvement, this study aims to yield data necessary to 
strengthen parental involvement in VPI programs.
Theoretical Framework 
The theoretical framework guiding this research design and implementation is an 
adaptation of Eccles’ and Harold’s (1996) “Model of the Influences on and Consequences 
of Parent Involvement in the Schools” (Figure 1). This adapted framework represents a 
linear model whereby child and family characteristics serve as inputs, parents’ and 
teachers’ perceptions and practices of involvement serve as processes, and a child’s 
development in various domains serve as outcomes.
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INPUTS PROCESSES OUTCOMES
Parent Characteristics:
• Relationship to 
child
• Race/ethnicity
• Parent’s sex
• Parent’s 
employment status
• Parent’s highest 
education 
completed
Family 
Characteristics: 
Family structure 
Family household 
income
Child Characteristics: 
• Child’s sex
Teacher Perceptions:
• Parents’ 
sociodemographic 
variables as 
influences on 
involvement
• Perceptions of 
worthiness of 
involving parents
Parent Perceptions:
• Parental role 
construction
• Teacher/School 
Outreach efforts
• Personal 
empowerment
• Others’ 
expectations for 
involvement
Teacher Practices: 
Bidirectional communication with 
parent
Encourage and support parent’s home 
involvement
Encourage and support parent’s school 
involvement
Provide parent education 
Involve parents as decision makers 
Offer and support parents’ access to 
community services and social support 
Plan for and support family’s 
transition to kindergarten
Parent Practices: 
Bidirectional communication with 
teacher
Involvement at home 
Involvement at school 
Participate in parent education 
Serve in decision-making capacity 
Access community services and social 
support to benefit family 
Participate in transition practices
Figure 1. Linear Model o f Parental Involvement in Preschool Programs
Child Outcomes 
» Social 
competence
* Cognitive 
development
* Communication 
skills
* Literacy 
development
» Vocabulary 
growth 
» Expressive 
language 
» Comprehension 
skills 
» Positive 
engagement 
with peers, 
adults, and 
learning
Adapted from “A model o f the influences on and consequences o f parent involvement in the schools” in “Family involvement in children’s and adolescents’ 
schooling” by J. S. Eccles and R. D. Harold, 1996, A. Booth and J. F. Dunn (Eds.), Family-school links: How do they affect educational outcomes? (pp. 3-34). 
Mahwah, NJ: Lawrence Erlbaum Associates.
As elucidated in subsequent sections of this literature review, research indicates 
that child and family characteristics (e.g., child’s sex, parent’s relationship to child, 
family income) often correlate with varying levels of parental involvement at home and 
at school, which may then contribute to a child’s development in various domains (e.g., 
social competence, cognitive development, literacy development, positive engagement 
with peers, adults, and learning). The focus of this study was an examination of the 
relationship among VPI parents’ sociodemographic variables (parent characteristics, 
family characteristics, and child characteristics), parents’ perceptions of teacher outreach 
efforts and parental involvement strategies promoted by their children’s VPI program 
(parent perceptions), and parents’ reported level of involvement (parent practices); as 
such, this study measured only those related elements of the theoretical framework.
Definitions of Parental Involvement 
Parental involvement has been defined as the commitment of resources by the 
parent to his or her child within a given domain, which can be manifested in multiple 
ways, such as a parent visiting his child’s school or participating in school activities, 
communicating both verbally and behaviorally that school is important, and exposing 
one’s child to cognitively stimulating activities and materials (Grolnick & Slowiaczek, 
1994). Parental involvement has also been defined more broadly to include school, 
family, and community partnerships, illustrating the shared influences, interest, 
responsibilities, and investments of these institutions on children’s learning and 
development (Epstein, 1996). In the context of this study, parental involvement is defined 
as both those parental behaviors which are observable (e.g., school-to-home 
communications; parental involvement at home and at school) and those which are less or
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unobservable (e.g., parents’ sense of empowerment) that may yield beneficial outcomes 
for children.
The Benefits of Parental Involvement 
School and family partnerships are considered especially important as children 
develop emergent skills necessary for school success. While parental involvement is 
endorsed widely by federal, state, and local policies, “its success rests on a delicate 
balance between various concerned adults” (Casanova, 1996, p. 31). Some research 
alludes to possible negative implications of parental involvement, such as parents’ 
challenging school authority (Crozier, 2000) or parental involvement conceived as 
parental control of schools (Casanova, 1996). Substantial research, however, 
demonstrates the benefits of parental involvement, particularly in a child’s education (for 
a review, see Henderson & Berla, 1994). Numerous positive child outcomes are fostered 
through parental involvement, including: social competence; cognitive development; 
communication skills; literacy development; vocabulary growth; expressive language; 
comprehension skills; and positive engagement with peers, adults, and learning (Weiss et 
al., 2006). Importantly, increased and varied parental involvement behaviors during the 
early childhood years are associated with preschoolers’ development of early basic 
school skills across subject areas (Marcon, 1999), positive outcomes which have been 
found to correlate with increased longitudinal gains, such as higher student achievement 
in later years (Barnard, 2004; Reynolds, 1992; Stevenson & Baker, 1987) and reducing 
drop out rates (Barnard, 2004). Greater parental involvement in early childhood 
education is considered important in the development of a child’s school readiness and 
transition to kindergarten (Reynolds et al., 1996). As research studies affirm the positive
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effects of parental involvement and education on a child’s development and academic 
achievement, they are considered essential elements of successful preschool programs, 
particularly for at-risk, disadvantaged learners (Harris & Larsen, 1989).
While a large body of research provides supporting evidence of the benefits of 
parental involvement, variation exists among individual studies. Methodological factors 
may explain some of the discrepancies (see McWayne, Hampton, Fantuzzo, Cohen, & 
Sekino, 2004). Additionally, how parental involvement is defined and measured may 
result in variable findings in the literature (Marcon, 1999). In a recent meta-analysis, for 
example, Fan and Chen (2001) report that the operational definition of parental 
involvement is inconsistent across studies. According to the authors, parental 
involvement has been defined as representative of parenting behaviors and practices; 
parents’ communication with children about school; parents’ participation in school 
activities; parents’ communication with teachers; and parents’ rules imposed at home. 
The diversity in definitions of the construct of parental involvement results in the 
difficulty with which it is draw general conclusions across studies, as well as may 
contribute to inconsistencies in research findings (Fan & Chen, 2001).
Researchers also measure parental involvement differentially, such as solely by 
school and home involvement as reported by parents and teachers (e.g., Barnard, 2004; 
Zellman & Waterman, 1998) or by a comprehensive set of involvement measures that 
may include school and home involvement and activities outside these contexts, such as 
parents’ interactions with nonfamily members in the community (e.g., Muller, 1995). 
Because isolated measures of parental involvement do not encompass the “broader, more 
comprehensive conceptualizations” of parental involvement (McWayne, 2004, p. 364), a
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comprehensive view of parental involvement, including multiple types of research-based 
practices, will be included in this study.
Effective Types of Parental Involvement 
The components of successful school and family partnerships challenge research 
and practice, especially as certain practices may not be useful to all families (Desimone, 
1999; Epstein, 1995). Further, the various constructs of parental involvement must be 
considered as possibly resulting in discrepant findings in the research, such as parental 
expectations (i.e., beliefs) and actual behaviors (Englund, Luckner, Whaley, & Egeland, 
2004; Fan & Chen, 2001), and the person(s) responsible for reporting parental 
involvement, be it the teacher, parent, or student (Barnard, 2004). Without question, 
parental involvement is a complex construct that encompasses a range of parent 
behaviors (Zellman & Waterman, 1998), as well as a range of variables for consideration.
A review of the literature on effective parental involvement programs and 
practices, however, does yield several common features. Epstein (1995) defines 
commonalities across successful programs as those that recognize the influences of 
school, family, and community on student development and consider various types of 
involvement to promote collaborative partnerships. Perhaps the most frequently cited 
framework, Epstein’s (1995) six types of parental involvement include: 1) parenting; 2) 
communicating; 3) volunteering; 4) learning at home; 5) decision making; and 6) 
collaborating with the community. Within and across these types of involvement are 
hundreds of practices that can be employed by teachers and parents (Epstein & Dauber, 
1991), with some considering Epstein’s framework to focus largely on what schools or 
teachers can do to encourage more active parental involvement (Fan & Chen, 2001).
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In addition to Epstein’s (1995) typology, Williams and Chavkin (1989) identify 
seven common elements of successful parent involvement programs: 1) written policies; 
2) administrative support; 3) training; 4) partnership approach; 5) two-way 
communication; 6) networking; and 7) evaluation, based on the findings of a five-state­
wide evaluation of parental involvement programs by the Southwest Educational 
Development Laboratory. More recently, Weiss, Caspe, and Lopez (2006) conducted a 
review of contemporary research on family involvement processes that yield positive 
results for young children; these included the processes of parenting, home-school 
relationships, and responsibility for learning outcomes as essential to supporting 
“consistent learning and developmental outcomes for children” (p. 1).
In the context of this study, a review of the work of these authors and additional 
literature (cited in subsequent sections) resulted in the following types of parental 
involvement practices deemed effective in resulting in beneficial outcomes for children, 
categorized as (in no particular order): bidirectional communication; parent education; 
parental involvement at school; parental involvement at home; parents as decision 
makers; community services and other social support; and transition practices. 
Importantly, these categories often overlap and, therefore, should not necessarily be 
considered distinct.
Bidirectional Communication. School-to-home communication is cited as among 
the most prevalent components of school district parent involvement polices (Kessler- 
Sklar & Baker, 2000). Such bidirectional communication permits parents and teachers to 
be knowledgeable of the other’s activities as pertaining to the child and, therefore, to be 
able to support and to enhance each other’s efforts. Importantly, school and family
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communications can reduce or eliminate factors that may hinder a parent’s involvement 
(Epstein, 1990). As building relationships is the foundation to parental involvement 
(Hepburn, 2004), strong partnerships require regular, two-way, and meaningful 
communication (National PTA, 2004).
Schools typically employ written messages, phone calls, conferences, and other 
similar ways, as means to communicate with parents concerning their child’s progress 
and school programs, regardless of teachers’ personal beliefs of or attitudes toward 
parental involvement (Epstein & Dauber, 1991). Additional methods of communication 
may include parent orientation events, parent training programs, and homework 
assignments (Kessler-Sklar & Baker, 2000). These formal and informal communications 
provide the foundation for home-school relationships (Weiss et al., 2006).
Bidirectional communication yields positive outcomes for schools, parents, and 
children. Parents’ awareness of school curriculum through communications with 
teachers, for example, can permit them to reinforce and to supplement learning objectives 
at home, such as through museum and library visits. Similarly, teachers’ knowledge of 
parents’ involvement through personal communications can inform their ability to create 
individualized recommendations for families as pertaining to each child’s needs (Baker et 
al., 1999). Oftentimes, parents do not understand their child’s instructional program, and 
therefore, require additional information from their child’s teacher (Epstein, 1986). 
Through regular, two-way, and meaningful communication, schools and families can 
build common understanding concerning shared goals (Epstein & Dauber, 1991).
High levels of home-school contact may result in positive child outcomes in the 
areas of language, self-help, social, motor, adaptive, and basic school skills, involvement
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which may be especially important for children at risk of school difficulties (Marcon, 
1999). Further, when parents have direct and regular contact with their children’s school 
(coupled with the behaviors of promoting learning at home and experiencing fewer 
barriers to involvement), their children are more likely to exhibit positive interactions 
with peers and adults, as well as positive attitudes toward learning. In contrast, parents 
who make less direct contact with their children’s school and who experience inhibited 
involvement correlates with children’s externalizing and internalizing problem behaviors 
at school (McWayne et al., 2004).
Research suggests that teachers contact parents more frequently when their 
children experience learning difficulties or exhibit behavior problems (Becker & Epstein, 
1982). As teacher-initiated parental involvement that occurs only to discuss a child’s 
behavior problems or low achievement yields negative outcomes or correlates negatively 
with various types o f student achievement (Desimone, 1999; Kohl, Lengua, McMahon, & 
the Conduct Problems Prevention Research Group, 2000), it is important that school-to- 
home communications include discussions of positive reports of a child’s academic 
progress and behavior.
Despite the perceived importance of communication, teachers and parents report 
inconsistent opportunities for home-school communication (Baker et al., 1999). 
Importantly, parents are often guided by teachers’ encouragement to be involved 
(Epstein, 1986). In fact, parents’ perceptions concerning the degree of teacher 
communications can predict their level of involvement (Patrikakou & Weissberg, 2000; 
Watkins, 1997). Several factors may hinder successful communication between parents 
and their children’s school, such as differences in culture (Casanova, 1996) or the time of
35
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
day when formal communications are scheduled, especially as they typically occur during 
school hours (Lareau & Shumar, 1996). Regardless of stated barriers, parents express 
desiring more frequent communications with their child’s teacher (Baker, 1997). Because 
of parents’ differential working conditions and other barriers to their involvement, it is 
recommended to provide opportunities for involvement that do not require day-time 
availability (Grolnick, Benjet, Kurowski, & Apostoleris, 1997). Additionally, it is 
important that printed communications be written in ways that can be understood by all 
families (Epstein & Dauber, 1991). Collaborative partnerships also require reciprocal 
communication that includes finding a “common ground and a common language in 
which to discuss involvement strategies” (McWayne et al., 2004, p. 374). By creating 
increased and varied opportunities for school-to-home communication, teachers are able 
to learn more about how parents are involved at home (Baker et al., 1999), and, therefore, 
ways they can assist parents in their roles.
Parent Education. Parent education programs serve as popular means to involve 
parents in their children’s schooling (Wood & Baker, 1999). The purpose of parent 
education is to “foster or improve the overall development of the child by strengthening 
parent knowledge about child development; building parenting knowledge and skills; 
strengthening relationships between parent and child; and promoting age appropriate care 
and activities that can promote a child’s health, development, and social and emotional 
skills” (Hepburn, 2004, p. 13). In brief, parent education entails supporting and 
strengthening parents’ attitudes, values, and practices, or parenting (Weiss et al., 2006). 
Because parenting occurs continuously, it is considered to yield greater insights on
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factors that influence child development and achievement than other specific behaviors, 
such as parental involvement at school (Zellman & Waterman, 1998).
The overarching goal of parent education during the early childhood years is to 
improve a child’s school readiness (Hepbum, 2004). Parent education is a common 
feature of parental involvement practices endorsed by early childhood programs, 
especially for families living in poverty. Studies conducted during the past few decades 
have consistently demonstrated that a child’s home learning environment, namely the 
quality of a child’s interactions and learning experiences with his or her parents, have 
direct and significant correlations with the child’s cognitive and language development 
and emergent literacy competence (for a review, see Foster et al., 2005). By supporting or 
strengthening these interactions and experiences, parent education can yield positive 
outcomes for both parents and children.
Notable programs such as the Chicago Child-Parent Centers (CPC), for example, 
provide both educational and family support services. Through a CPC, parents have 
access to a parent resource room and a parent-resource teacher in which parents learn 
strategies to help their children in developmentally appropriate ways and strategies to 
enhance the parent-child relationship, among other services offered. Federally funded 
since 1986, the Chicago Longitudinal Study examines the effects of this early 
intervention program on participating children’s academic and social development. While 
the CPC offers comprehensive services and, therefore, one cannot isolate one parental 
involvement practice from another to assess its absolute effectiveness, parent education 
serves as a major component of this program. Longitudinal data on children who attended 
a CPC reveal these students were more prepared for kindergarten at formal school entry,
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were less likely to be referred for special education and to be retained, and experienced 
greater rates of achievement in middle and high school (Barnard, 2004).
Stevenson and Baker (1987) state that it is imperative that parents “have 
knowledge about their child’s schooling and access to resources to help their child” (p. 
1348). Parents learn about their child’s learning and development from a variety of 
sources, including parenting books and guides, conversations with friends and family, 
home visits, and site-based intervention programs (Hepburn, 2004). Educating parents 
about ways their child can succeed in school may include school-level written 
information, parent-teacher meetings, offering parent programs, orientation events, 
written reports about child, parent committees, intervention services, and social events 
(Kessler-Sklar & Baker, 2000). Strategies to teach parents how to help their children are 
deemed effective across social class (Heymann & Earle, 2000). In order for parent 
education to be effective with diverse families, however, it is essential that these 
programs be responsive to the unique needs and preferences of the parents served (Wood 
& Baker, 1999).
Parental involvement policies and practices often entail a home visitation 
component in which parent education is a primary goal. Home visits as a strategy to 
deliver services, assistance, and support to mothers and children has been popular for 
more than a century (National Research Council and Institute of Medicine, 1999). Today, 
many early childhood programs employ home visits to educate parents concerning their 
children’s health, development, and social and emotional skills (Hepburn, 2004). Home 
visiting is considered a strategy as opposed to a type of early intervention; it is 
characterized by the method of service delivery, the goal of helping children by helping
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their parents, and the focus on young children. The advantages of providing home visits 
include not requiring parents to arrange transportation, child care, or work leave; 
providing opportunities for whole-family involvement, individualized service and 
attention; and rapport-building (Sweet & Appelbaum, 2004). Similar to the varied 
conceptualizations of parental involvement in the literature, the operational and 
conceptual definitions of meaningful home visiting services vary (Raikes, Green,
Atwater, Kisker, Constantine, & Chazan-Cohen, 2006). In a meta-analysis of home 
visiting programs, positive effects across programs included parents improved parenting 
attitudes and behaviors and children’s higher cognitive and socioemotional outcomes 
compared with those whose families did not receive home visiting services (Sweet & 
Appelbaum, 2004). More recently, a study of 11 Early Head Start sites in which home 
visiting services were measured by quantity of involvement, quality of engagement, and 
visit content, positive outcomes in child cognitive and language development and 
parents’ support of children’s language and learning were associated with parents who 
received home visits, even after controlling for family and child characteristics (Raikes et 
al., 2006). Thus, the benefits of home visiting services for families and children are 
supported in the literature.
Parental Involvement at School. A parent’s involvement at school can entail 
various efforts such as assisting teachers, administrators, and children in classrooms or 
other school areas or attending school performances, sports, or other events (Epstein & 
Dauber, 1991). A parent’s frequent involvement at school is significant as it may inform 
parents of the school program and improve their familiarity with school experiences.
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Further, parents’ involvement at school communicates to children the importance of 
schooling (Weiss et al., 2006).
The positive effects of parental involvement at school on child achievement have 
been established in the literature (Barnard, 2004). In a longitudinal study of children 
attending Child-Parent Centers in Chicago (see above section on Parent Education), 
teachers’ ratings of parental participation at school at an average or higher frequency over 
a course of many years positively correlated with lower dropout rates, higher high school 
completion rates, and more years of completed school for children of these parents 
(Barnard, 2004). Higher levels of parents’ involvement at school also is associated with 
their children scoring better in reading and experiencing fewer learning problems as 
reported by their teachers (Zellman & Waterman, 1998). Specifically, parents’ level of 
school volunteering has been found to correlate with low-income students’ school grades 
(Desimone, 1999).
Parents’ ability to become involved is impacted by various factors, namely 
educational skills, occupational flexibility, economic resources, and social networks 
(Lareau & Shumar, 1996). Because most school events are held during school hours 
(Lareau & Shumar, 1996), many parents, especially those who are single and employed, 
are unable to participate (Epstein, 1990). It is therefore recommended to consider 
parents’ schedules when scheduling school activities (Epstein & Dauber, 1991).
While parental assistance at school is considered a common form of parental 
involvement, research indicates that most parents are not active at school. In a survey of 
1,269 parents of early elementary-aged children, Epstein (1986) found that 70% of 
parents reported never having served as an aide in the classroom or on class trips. Of
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those parents who reported being involved, their rate of involvement was infrequent. 
Aside from factors that may have prohibited these parents from being involved (e.g., 
working outside of the home during school hours), some parents expressed that they had 
never been asked to volunteer at school (Epstein, 1986).
Parental Involvement at Home. A parent’s participation in his or her child’s early 
intervention program may enhance the likelihood that the parent will play a more active 
role in supporting his or her child’s learning at home (Parker, Boak, Griffin, Ripple, & 
Peay, 1999). Parents’ involvement in home learning activities can have a greater positive 
effect than other forms of parental involvement at school (Epstein, 1986; Henderson & 
Berla, 1994; Zellman & Waterman, 1998). Like in parent education, the home learning 
environment serves as the construct in which a parent’s participation in home learning 
activities can be observed (Foster et al., 2005).
Parental involvement in home learning activities includes both requests and 
guidance from teachers to support parents as they assist their children in learning 
activities that supplement or enhance what children are learning in school (Epstein & 
Dauber, 1991). Parental behaviors that support a child’s learning at home may include 
literary activities (e.g., reading to the child, listening to the child read), discussing the 
day’s events, praising the child, and teaching new skills to the child, among other 
behaviors (Albritton et al., 2003). Home learning activities also entail interpersonal 
interaction and other activities that promote language and readiness skills, such as 
teaching the child songs, playing games, and creating arts and crafts (Foster et al., 2005). 
Weiss, Caspe, and Lopez (2006) label this type of parental involvement as responsibility
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fo r  learning in which the parent emphasizes activities at home (and in the community) to 
promote their child’s acquisition of skills.
Among the benefits of teachers’ encouraging and supporting parents in home 
learning activities is parents’ enhanced awareness of teacher instructional practices and 
the school program (Epstein, 1986). Parental participation in home learning also yields 
positive outcomes for the child. Much of the literature on home learning in early 
childhood education centers on ways parents can support children’s language and literacy 
(Weiss et al., 2006). In a recent study of the families’ home literacy activities and 
children’s related development of emerging literacy skills, children whose parents read to 
them at home are more likely to recognize letters and to write their names sooner than 
children who do not experience home literacy activities with their parents. Importantly, 
young children are more likely to show multiple signs of emergent literacy when their 
parents engage in several types of literacy activities, including being told stories, being 
taught letters and songs, doing arts and crafts together, and visiting libraries (Nord, 
Lennon, Liu, & Chandler, 1999).
Home literacy experiences, such as parent-child storybook reading and parents’ 
direct instruction in reading-related activities, may account for variances in young 
children’s oral- and written-language skills. Senechal, LeFevre, Thomas, and Daley 
(1998), for example, found that parent reading in literate households contributes to 
children’s early oral-language skills (e.g., phonemic awareness), the positive effects of 
which can persist in later years. Further, in a recent study of 325 children attending a 
Head Start program, Foster et al. (2005) reported that parents’ promotion of home 
learning activities enhanced these children’s literacy development, and, to a lesser extent,
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their social development. The authors stress that financial resources and parents’ attitude 
toward education often contribute to the quality and frequency of their interactions and 
participation in home learning activities. Other studies confirm the positive effects on 
children’s social development when their parents are involved at home, such as these 
children being cooperative, self-controlled, and prosocially engaged than children whose 
parents are less involved at home (e.g., McWayne et al., 2004).
Additional studies support parental participation in child-centered play activities 
at home. In a study of the home activities of 242 low-income preschool children, for 
example, Fantuzzo and McWayne (2002) concluded that parents’ participation in and 
support of child-centered play activities to promote children’s development in the home 
positively correlated with children’s prosocial behavior in the classroom, motivation to 
learn, task persistence, and autonomy. Further, improved skill acquisition and behavioral 
outcomes related to school readiness, such as increased independence, 
creativity/curiosity, and sensory concept activation, are associated with improving 
parents’ understanding of play and strategies to support their children’s learning at home 
(Parker et al., 1999).
Teachers play an important role in encouraging parents’ home-based involvement. 
They may actively encourage parents to become involved in their children’s education 
using various techniques, including reading, discussions, games, contracts, drill and 
practice, and other activities for parents to monitor or tutor their children at home 
(Epstein, 1990). Importantly, teachers should acknowledge and incorporate into their 
curriculum opportunities for home involvement (McWayne et al., 2004). In general, 
parents perceive teachers’ use of parent involvement in home learning activities to be a
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“teaching strength” (Epstein, 1986, p. 292). Some parents, however, may be impeded in 
their ability to assist their children at home using school-related materials due to their 
lack of education or expertise (Lareau & Shumar, 1996); these barriers must be 
considered when teachers plan opportunities for home learning. Possibly the most 
difficult type of parent involvement, learning activities at home is predictive of other 
types of involvement, such as volunteering at school or serving in a decision-making 
capacity (Epstein & Dauber, 1991).
In previous research studies, parents reported receiving inadequate support from 
teachers in terms of specific strategies that they could implement at home to help their 
child academically. Epstein (1986), for example, found that over 80% of parents 
expressed that they could spend more time helping their child at home i f  they were taught 
how to do so. Consequently, researchers recommend that schools provide parents with 
detailed information concerning ways to help their children at home (Kessler-Sklar & 
Baker, 2000). Teachers report knowing little about the frequency of parents’ involvement 
in their children’s education, however, especially in the context of their homes. 
Consequently, teachers’ awareness of parents’ level of involvement can assist teachers in 
providing parents with individualized and support in supplementing their child’s 
education (Baker et al., 1999).
Parents as Decision Makers. When parents act in decision-making and leadership 
capacities, families, service systems, and communities that support children’s school 
readiness are strengthened (Hepburn, 2004). Parents’ involvement in decision making can 
occur at the school-, district- or state-level (Epstein & Dauber, 1991). Schools include 
parents as decision makers in many ways, such as serving as a member of a school
44
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
council, specific task forces, and the Parent Teacher Association. Schools advocate 
parents as decision makers by training parent leaders and representatives and by 
providing information needed for community groups (Epstein & Dauber, 1991). The 
most common type of parents’ involvement in decision-making is serving on the school 
improvement council; this form of involvement, however, prohibits the ability of many 
parents to participate due to limited available spaces on such councils (Kessler-Sklar & 
Baker, 2000). The representation of parents of diverse backgrounds in various decision­
making capacities is a significant concern, especially as such representation has been 
linked to greater overall parental involvement and to improved educational outcomes for 
children, particularly for minority students (see review, Marshall, 2006).
The role of parents in decision making in governing bodies, local school councils, 
and advisory boards has received increased attention as a result of school restructuring, 
and is a common component of many federal, state, and district level policies and 
programs (see above review). As a reform strategy, restructuring entails a redefinition of 
school roles and relationships, as well as a redistribution of power. As parents experience 
more influence within a school, their sense of empowerment is enhanced (Bauch & 
Goldring, 1998). Parents’ participation in decision making as an indicator of 
empowerment is an important component of parental involvement, particularly for 
parents who have experienced systematic isolation as a result of cultural, economic, 
linguistic, or other factors (Delgado-Gaitan, 1991). Research indicates that independently 
and in combination, parental involvement and empowerment are associated with higher 
student achievement (Griffith, 1996). Studies also suggest that a parent’s sense of 
empowerment can predict his or her involvement (see Empowerment below). Parents’
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involvement in school decision making is further correlated with greater teacher 
awareness of family culture and community issues and increased efforts to engage 
parents (Marshall, 2006), and parents’ PTO involvement with the achievement of 
disadvantaged non-Caucasian students (Desimone, 1999).
Community Services and Other Social Support. Because they are comprehensive 
in nature, early childhood programs often assist parents in their awareness of and access 
to community services. Through partnership with the community, schools can help 
families develop an extensive network of resources needed in future years (Weiss et al.,
2006). Social services are among the most frequently cited partnerships with community 
services, and may include hiring social workers/psychologists, offering health and/or 
early intervention services, creating community partnerships, collaboration with social 
services, providing a drug awareness program, and informing parents of outside services. 
The goal of informing parents of outside services is to facilitate families’ access to 
services that meet their unique needs without drawing upon schools’ limited resources 
(Kessler-Sklar & Baker, 2000). The extent to which schools collaborate with community 
organizations and share such information with families varies (Epstein & Dauber, 1991).
Parents’ access to social support is an additional important aspect of parental 
involvement. Research suggests the benefits of family social networks for children, 
especially those at-risk of school failure (Coleman, 1987). Social networks, for example, 
can provide emotional support to parents, social and cognitive stimulation for children, 
and opportunities for children to observe and to practice social skills, which, in turn, 
correlate with children experiencing greater social competence and fewer behavioral 
problems (Marshall, Noonan, McCartney, Marx, & Keefe, 2001). Social networks appear
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to be especially important for mothers. For example, the larger and more supportive the 
maternal network, the more likely the mother will report less difficulty helping her child 
cognitively and socially, which is associated with the child performing better on 
cognitive measures (Melson, Ladd, & Hsu, 1993).
Transition Practices. Young children often experience difficulties transitioning to 
kindergarten, especially as formal schooling entails different expectations than a child’s 
prior experiences. Importantly, families provide a “natural link” between early childhood 
programs and formal schooling; therefore, schools should aim to support parents during 
this transition (Weiss et al., 2006). School and family partnerships are considered 
especially vital during this transition period during early childhood, especially for 
children living in urban poverty (McWayne et al., 2004). Consequently, most early 
childhood parental involvement policies and practices include preparing families and 
children for the kindergarten school year (Schulting, Malone, & Dodge, 2005; Weiss et 
al, 2006).
Although effective transition practices will vary by context, recommended 
transition practices include communicating with kindergarten teachers and/or 
kindergarten parents during the preschool year to share information; establishing the role 
of a transition coordinator to address concerns and to provide support as needed; holding 
regular meetings for families to establish social networks; and providing opportunities for 
the child to become familiar with kindergarten rituals and activities (Kraft-Sayre &
Pianta, 2000). Such transition strategies can help to ease a child’s transition from 
preschool to kindergarten, and as well as to reduce stress for parents (Weiss et al., 2006).
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Predictors of Parental Involvement
Understanding the factors that correlate with parents’ involvement serves as an 
important means to implement practices that will increase parental participation for all 
families. Demographic characteristics constitute the bulk of research on predictors of 
parent involvement (Grolnick et al., 1997). These characteristics typically include 
parents’ socioeconomic status, education level, ethnicity, marital status, and the gender of 
the parent’s child.
Socioeconomic Status. Socioeconomic status in general correlates with parental 
involvement, with families living in poverty being less likely to be involved in their 
children’s schooling than wealthier families (Hill, Baker, & Marjoribanks, 2004/2005). In 
contrast, the higher the income level of the mother, the more likely she will be involved 
(Grolnick et al., 1997). Working conditions often affect whether parents can meet with 
their children’s teachers and other school staff. As low-income parents are more likely to 
lack paid leave and occupational flexibility, the working conditions of these parents can 
hinder their ability to become involved in their child’s schooling (Heymann & Earle, 
2000; Lareau & Shumar, 1996). In addition to working conditions, low-income parents’ 
inadequacy of resources (Grolnick et al., 1997) and familial stress (McWayne et al.,
2004) may also account for their lack of involvement.
Ethnicity. Of all sociodemographic variables, a parent’s racial or ethnic identity is 
considered most predictive of parental involvement with some studies reporting that 
African Americans, Hispanic Americans, and Asian American parents typically report 
less involvement in school activities than their Caucasian counterparts (e.g., Griffith, 
1998). In contrast, some studies report that African American parents are more involved
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in home learning activities than parents of other ethnic backgrounds because they wish to 
improve their children’s school performance and because they perceive that they are 
effective in helping their children at home (e.g., Watkins, 1997). This finding is 
consistent with research suggesting that parents of diverse ethnic backgrounds are more 
likely to become involved when they feel successful helping their children (Grolnick et 
al., 1997). Cultural differences between families and schools can also influence parental 
involvement. Some cultural groups, such as Mexican Americans, may view the child’s 
learning and academic achievement as a school, rather than a family, responsibility. 
Further, parents may be less inclined to be involved if they feel their culture (and 
language) is not validated by the school system (Pena, 2000). Importantly, teacher 
attitudes and practices toward parents of all backgrounds can have a significant influence 
on whether and how parents become involved (Epstein & Dauber, 1991).
Education. Coupled with ethnicity, undereducated parents face many barriers to 
parental involvement, such as lack of skills, occupational flexibility, economic resources, 
social networks (Griffith, 1998; Lareau & Shumar, 1996), as well the inability to 
understand school policies and paperwork (Pena, 2000). Research indicates that children 
of parents who have less education often do less well in school than other children, 
require more assistance at home, and have parents who are unable to provide such 
assistance without the direct guidance of their child’s teacher (Epstein, 1986). In contrast, 
having higher educational attainment positively correlates with parents providing more 
support in at-home learning activities, having higher academic expectations for their 
children, and being more involved in their child’s school (Englund et al., 2004). In 
general, more highly educated parents seem to value home learning activities with their
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children to a greater extent than less educated parents and, therefore, devote more time to 
such activities (Zick, Bryant, & Osterbacka, 2001). Better educated parents may also 
pressure teachers to employ more parental involvement practices (Epstein, 1986; Pena, 
2000).
Family Structure. Family structure may influence parental involvement.
Currently, nearly one-fourth of children live in single-parent homes, a status typically 
correlated with higher rates of poverty than two-parent homes (U.S. Census Bureau, 
2006). Changing demographics and policies will result in increasing percentage of 
impoverished children who will live with a single parent who is employed (Heymann & 
Earle, 2000). Opinions vary as to whether schools and teachers should be informed of 
parents’ marital status, as such knowledge may lead to bias against children from one- 
parent homes (Epstein, 1990). However, as research suggests that mothers in two-parent 
families are more likely to be involved at school than mothers who are single-parents 
(Grolnick et al., 1997), and that single parents often report not having the time and energy 
to support their children’s schooling at home (Epstein, 1990), acquiring data on parents’ 
marital status is pertinent to determine the factors that may correlate with a parent’s level 
of involvement. Importantly, however, marital status should not be the sole socio­
demographic variable analyzed, as single parents are highly diverse in other factors that 
may impact their involvement, such as education, income, family size, occupational 
status, self-confidence, other practices (Epstein, 1990).
Employment. A parent’s employment may affect her level of involvement, as a 
working mother is presumably less accessible to a child than a nonemployed mother 
(Zick et al., 2001). However, employment status coupled with differential family
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circumstances due to socioeconomic status, educational attainment, and marital status can 
result in some working mothers being more involved with their children than nonworking 
mothers. In a study of 13,881 adolescent students and their parents, Muller (1995), for 
example, found that mothers who worked part-time (less than 35 hours per week) were 
among the most highly educated and had the highest income, and were more likely to 
have intact families compared with mothers who worked full-time or were not employed. 
These part-time employed mothers were also more likely to have the highest level of 
home-based involvement, such as talking with their children about school experiences 
and contacting the school about academic issues, than other parents. This finding may be 
explained by these mothers having the resources and opportunities to work outside the 
home while maintaining a strong relationship with their children (Muller, 1995).
Zick, Bryant, and Osterbacka (2001) also report that among married parents who 
are well educated, the status of being a working mother may not affect these parents’ 
level of involvement in home learning activities. These authors found that educated 
mothers who are employed engage in home learning activities with their children more 
frequently than do nonemployed mothers, perhaps because working mothers may attempt 
to compensate for their overall decreased time spent with their children. In contrast, 
employment status may correlate with other types of parental involvement, such as 
parents’ level of volunteering at school. Muller (1995), for example, found that 
nonemployed mothers have higher rates of school volunteerism than mothers who are 
employed part-time or full-time.
Child’s Gender. A child’s gender is an additional variable measured in parent 
involvement research as it has been found to be predictive of parent involvement
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(Stevenson & Baker, 1987). Research suggests that families experiencing high levels of 
stress respond differentially to male and female children, with difficult life circumstances 
correlating with less involvement for mothers of boys relative to girls. Social support 
networks, however, can negate the negative effects of adverse circumstances for mothers 
of boys (Grolnick et al., 1997).
In short, due to the ability of demographic variables to predict parental 
involvement, it is imperative that schools recognize possible factors that hinder 
involvement among parents (Griffith, 1998). In addition to demographic variables, social 
networking and parents’ sense of empowerment can predict parental involvement.
Social Networking. Social networking affects parents’ level of involvement 
(Lareau & Shumar, 1996; McNeal, 2001; Sheldon, 2002). In general, parents who are 
involved in their child’s schooling are more likely to have social support (Reynolds et al., 
1996). Specifically, parents who express satisfaction with their levels of social support 
are typically more involved in at-home learning activities (Grolnick et al., 1997). In 
contrast, lack of social support correlates with negative outcomes for parents, such as 
increased stress (Ventura, 1987).
Social networks serve to establish “a basis for helping parents troubleshoot 
problems and develop plans for their encounters with educators” (Lareau & Shumar, 
1996, p. 28). Developing social networks is difficult for some parents, however, 
especially those who have limited English proficiency, no transportation, children with 
disabilities, and other obstacles (Hinkle, 2000). When parents feel isolated from social 
groups (e.g., “parent cliques”), they are less likely to become involved (Pena, 2000). 
Stress associated with economic hardship also results in many low-income families being
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disconnected from social support systems (Reynolds et al., 1996). While some parental 
involvement programs include among their goals supporting parents’ access to social 
networks, many policies neither systematically acknowledge the factors that hinder 
parents’ access to such networks nor consider the resources available through parents’ 
kinship networks in communities (Lareau & Shumar, 1996).
Empowerment. A parent’s perceived degree of empowerment is one of the 
strongest predictors of his or her involvement (Griffith, 1998). Empowerment of parents 
entails the school informing parents of school events and meetings, ways in which 
parents can volunteer at school, and the scheduling of school events during times in 
which parents can attend (Griffith, 1997), and, therefore, may indicate a parent’s 
perception of outreach efforts. Additionally, parents’ sense of empowerment may result 
from feeling permitted to request modifications in their children’s instructional program, 
including parental involvement practices (Epstein, 1986), and thus is related directly to 
parents’ roles as decision makers (see above Parents as Decision Makers).
A parent’s perception of school climate is an important component of 
empowerment. According to Griffith (1997), the most effective schools are those in 
which communications between schools and families are genuine and open. Aspects of 
school climate may include the parent feeling welcomed and wanted by the school staff, 
the parent perceiving that the office staff are helpful and courteous, and the parent 
perceiving that teachers and administrators are interested and cooperative when 
discussing his or her child (Griffith, 1997). Correlations exist between parents’ 
perceptions of empowerment and their involvement, with more involved parents viewing 
their children’s school as more empowering and having a positive school climate
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compared with parents who are less involved (Griffith, 1998). Parents and schools must 
also create a “workable operationalization o f ‘involvement,’” including strategies that are 
appropriate to family circumstances (McWayne et al., 2004, p. 374) to increase parents’ 
sense of empowerment.
Perceptions of Parental Involvement
Parents’ and teachers’ perceptions of parental involvement offer important 
insights into possible factors that may affect parents’ level of involvement in their 
children’s schooling that are not otherwise explained as a simple function of 
sociodemographics. While teachers and parents are believed to share common goals for 
children, their perceptions often differ concerning their respective roles, which, in turn, 
may affect parents’ involvement (Epstein & Dauber, 1991).
Parents ’ Perceptions. Parents espouse diverse perspectives concerning their role 
in supporting parental involvement efforts (Hoover-Dempsey et al., 2005; Lareau & 
Shumar, 1996). Hoover-Dempsey and others (2005) define this as parental role 
construction, a socially constructed phenomenon that entails a parent’s beliefs concerning 
his or her role in child rearing and supporting a child’s learning and school. Parents’ 
attitudes and perceived abilities to being involved differ greatly, from parents who do not 
value education to those who feel incapable of influencing the school (Greenwood & 
Hickman, 1991). Other parents may perceive their children’s learning and academic 
development as a school, as opposed to a parental, responsibility (Hoover-Dempsey et al., 
2005; Pena, 2000). Therefore, gathering data on parents’ perceptions, including expressed 
needs and interests as related to parent involvement, permits schools to build or 
strengthen their parent involvement programs (Epstein & Dauber, 1991).
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Themes related to parents’ perceptions of parental involvement include 
differential perceptions according to power, occupational constraints, age of the child, 
among other factors. Lareau and Shumar (1996), for example, state that some parents 
perceive the school in a coercive light—that is, they are fearful of the school’s ability to 
invade the family’s privacy, or report them to authorities should they appear negligent. 
Other parents may have had negative school experiences, and, therefore, they feel 
uncomfortable visiting their child’s school (Aronson, 1996). Parents who have inflexible 
occupational schedules may also hold pessimistic views of the school, perceiving that the 
school concludes that their lack of involvement is due to disinterest (Lareau & Shumar, 
1996). Additionally, differences in sociocultural values between the home and school 
may hinder the involvement of some low-income parents (Griffith, 1998).
Parents who perceive their children’s school to have strong outreach efforts, 
however, are more likely to be involved regardless of demographic background (Dauber 
& Epstein, 1993; Patrikakou & Weissberg, 2000). Based on a review of the literature and 
on their own research, Patrikakou and Weissberg (2000) state that assessing parents’ 
perceptions of teacher outreach “may play a catalytic role in improving home-school 
relationships, parent participation, and ultimately enhancing the academic and social 
development of children” (p. 107).
Teachers ’ Perceptions. Teachers’ perceptions of the effects of parents’ 
characteristics on their level of involvement is worth examination. Becker and Epstein 
(1982) found that some teachers perceive parents with little education as not being 
willing or able to help their children at home. Additionally, when teachers differ 
culturally from the families they serve, they are less likely to know their students’ parents
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and, therefore, more likely to believe that these parents are disinterested or uninvolved. 
Consequently, teachers who espouse such perceptions typically make fewer efforts to 
contact, inform, and collaborate with parents they deem as not interested in becoming 
involved (Epstein & Dauber, 1991).
Indeed, teachers’ awareness and/or perception of parents’ sociodemographic 
variables may influence teachers’ efforts to involve parents. Epstein (1990), for example, 
found that teachers made more frequent requests for parental involvement of married 
parents with less education than those with more education, while the frequency of 
teacher requests among single parents were high despite their level of education. These 
data suggest that teachers may vary in their attempts to involve parents in their children’s 
schooling due to their awareness and/or perception of parents’ marital status and level of 
education. Teachers may also perceive in general that expanding parental involvement 
opportunities at school requires greater efforts, and, therefore, is a “burden” for teachers 
(Pena, 2000, p. 49). Teachers with positive attitudes toward parental involvement, 
however, attempt to hold conferences with all students’ parents, communicate with them 
about school programs and their children’s academic progress, and are more successful in 
involving “hard-to-reach” parents, such as those that work, are less educated, and single 
(Epstein & Dauber, 1991).
Summary
Education in the United States is considered by some to be at a “crossroads” 
(Rutherford, et al., 1995, p. x). Consequently, school reform aimed at strengthening 
school and family partnerships is widely embraced as a strategy to improve education in 
the United States. Because research suggests that consistent parental involvement in a
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child’s education is critical to early student success (Epstein, 1995), federal, state, and 
district policies and programs endorse or mandate parental involvement in children’s 
schooling, especially for children at-risk of entering kindergarten lacking school 
readiness skills or behaviors. The Virginia Preschool Initiative (VPI) is one such 
program. Despite the increased focus on parental involvement in young children’s 
learning and development, the changing characteristics of families, such as the increased 
number of working mothers and single-parent households, result in parental involvement 
posing a greater challenge than in previous years (McWayne et al., 2004). Consequently, 
understanding VPI parents’ perceptions of parental involvement can yield data necessary 
to improve these state-wide preschool programs.
This literature review yielded several significant findings. Importantly, parental 
involvement is a complex construct that is defined and measured broadly in the literature. 
Prior to conducting research on parents’ perceptions of parental involvement, it is 
essential to define the construct one wishes to measure. Following a comprehensive 
review of the literature, the researcher specified several types of parental involvement 
practices that are deemed effective in yielding positive outcomes for children; these 
include: bidirectional communication; parent education; parental involvement at school; 
parental involvement at home; parents as decision makers; community services and other 
social support; and transition practices. In addition, the researcher discovered variables 
that may predict parents’ level of involvement, including demographic and family 
characteristics, and parents’ social networks and their sense of empowerment. From this 
review of the literature, a comprehensive operationalization of parental involvement was 
deemed appropriate, defined by the researcher as parental behaviors which are observable
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(e.g., school-to-home communications; parental involvement at home and at school) and 
those which are less or unobservable (e.g., parents’ sense of empowerment) that may 
yield beneficial outcomes for children.
Several factors related to parental involvement in VPI programs are worthy of 
investigation. First, assessing parents’ perceptions of teacher outreach is essential as 
research indicates that the strongest predictor of parental involvement is parents’ 
perceptions of teacher outreach even when controlling for sociodemographic variables 
(Patrikakou and Weissburg, 2000). In addition, teachers’ awareness of how parents are 
involved, especially in the contexts of their homes, is necessary to inform teachers’ 
preparation of individualized support for families. Finally, parents’ reported facilitating 
factors or barriers to their involvement can offer additional insights essential to planning 
valuable opportunities for parental involvement. In short, this research study aimed to 
determine parents’ perceptions of parental involvement across research-based types of 
parental involvement in order to inform parental involvement planning in VPI programs 
across the Commonwealth of Virginia, as well as in other preschool programs serving 
similar populations.
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CHAPTER III -  Methodology
As mandated by Virginia legislation, Virginia Preschool Initiative (VPI) programs 
must include parental involvement among the comprehensive services provided. Because 
the legislation does not mandate specific types of parental involvement practices, each 
school district throughout the Commonwealth of Virginia is able to devise a parental 
involvement plan and to employ various parental involvement practices deemed 
appropriate to meet the district’s mission, goals, and the families served.
Evaluation of school-family partnerships is critical to the continued improvement 
and coordination of parental involvement practices (Epstein, 1995). As parental 
involvement practices deemed effective will vary by context, researchers recommend that 
individual school sites collect information on present practices, conduct an evaluation of 
their respective programs, and determine a plan of action to improve parental 
involvement practices in the future (Epstein & Dauber, 1991). This research study aimed 
to inform such decision-making in VPI programs by collecting data on parents’ 
perceptions of parental involvement in eight geographically diverse Virginia school 
districts.
This chapter describes the research methods for the research study, categorized as 
follows: (a) a restatement of the research questions; (b) research design; (c) 
instrumentation and protocol for each phase of the study; (d) data analysis; and (e) a 
discussion of the ethical safeguards.
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Research Questions
The primary research issues addressed by this research study were: “What are the 
perceptions of VPI parents concerning parental involvement?” and “Are there differences 
in these perceptions?” Specific research questions included:
1. What are VPI parents’ perceptions of the teacher outreach efforts and parental 
involvement strategies promoted by their children’s VPI program?
2. How and to what degree do VPI parents report being involved in school 
activities, home-learning activities with their children, communications with 
their children’s teacher, and other related parental involvement practices?
3. What is the relationship among VPI parents’ sociodemographic variables, 
perceptions of teacher outreach efforts and parental involvement strategies 
promoted by their children’s VPI program, and parents’ reported level of 
involvement?
4. What do VPI parents identify as barriers to their involvement in their 
children’s education both at home and at school?
5. What do VPI parents identify as facilitating factors to parental involvement in 
their children’s education both at home and at school?
Design
This study employed a mixed-method research design to illuminate VPI parents’ 
perceptions of parental involvement in VPI programs located in eight Virginia school 
districts. Data collection was conducted through the distribution of a field-tested survey 
instrument designed by the researcher specifically for parents of VPI children (Crawford, 
2006); responses to the open- and close-ended survey items were analyzed using
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quantitative and qualitative aspects of content analysis, and descriptive statistics and 
multiple regression, respectively.
The dependent variables for this study were VPI parents’ frequency of parental 
involvement practices at home and at school. The independent variables were categorized 
by sociodemographic characteristics (i.e., parents’ relationship to child; parents’ 
race/ethnicity; parents’ education; parent’s sex; child’s sex; family structure; household 
income; parents’ employment status; and region) and by VPI parents’ perceptions of 
teacher outreach and practices related to: bidirectional communication; parent education; 
parental involvement at school; parental involvement at home; parents as decision 
makers; community services and other social support; and transition practices.
Data Collection
Sample. Study participants included parents located in eight geographically 
diverse Virginia school districts. Parents were surveyed if  their child attended a preschool 
program in a selected district that is funded by the Virginia Preschool Initiative. Thus, all 
parents in the randomly selected school districts were asked to participate.
Procedures. The data collection method consisted of the researcher-developed 
parental involvement survey. Stratified random sampling was employed to determine the 
school districts from which study participants were drawn. Stratified random sampling 
presupposes that members within a subgroup, or stratum, are homogeneous or similar on 
some characteristics. This method likely yielded a sample that is more representative of 
the target population of VPI parents throughout the state of Virginia than simple random 
sampling (see Kiess, 2002). The eight Virginia Regional Study Groups defined by the 
Virginia Department of Education (2007) served as predetermined geographic regions
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(Appendix A) from which study participants were drawn. Once nonparticipating Virginia 
districts were determined from the Virginia Department of Education, these districts were 
removed from the list and one district was drawn at random from each region. All data 
collected and generated were thus derived from VPI parents in these eight school 
districts.
Initial contact was made with each school district VPI administrator via telephone 
or email to explain the study’s purpose and methods. When permission was secured to 
conduct research in a given district, a formal letter was emailed to the school district VPI 
administrator (Appendix B). When a VPI administrator decided against participation, a 
replacement school district was randomly selected from the region’s school district list. 
This process was repeated until permission was secured to conduct the study in eight 
school districts.
Through collaboration with the VPI administrator in each school district, the 
school sites where VPI programs are offered, including the number of participating 
families, were identified. Parental involvement surveys were sent to all VPI parents in 
each school district following appropriate school district protocol. Each survey was coded 
to indicate from which region the survey originated (labeled “Cohort”); a numbering 
system was also employed to identify each parent on a master list (labeled “Participant 
Number”). Cohort numbers corresponded with participant numbers (i.e., participant 
numbers in Cohort 1 were identified in the 100s; participant numbers in Cohort 2 were 
identified in the 200s, and so forth). To ensure participant confidentiality, the VPI 
administrator and/or VPI teachers in each district maintained the list of VPI parents in his 
or her respective district.
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To obtain informed consent from study participants, a consent letter accompanied 
survey distribution (Appendix C). A Spanish version of the consent letter was prepared 
for those Spanish-speaking parents identified by VPI administrators and/or teachers 
(Appendix D). The consent letter outlined explicitly the purposes of the study, the 
guarantee of participants’ confidentiality, and participants’ voluntary choice to participate 
in and withdraw from the study at any time without penalty. The letter requested that the 
survey be completed within one week. Also included was the opportunity for parents to 
record their names and addresses if they desired to receive a summary of the research 
findings via mail or email. Included in each survey (in all but two districts due to the 
superintendent’s and the VPI administrator’s requests, respectively) was a one-dollar bill 
as a small token of appreciation for completing the survey and as a means to increase the 
likelihood of response (see Alreck & Settle, 2004). Similarly, all VPI administrators and 
VPI teachers were provided a small gift (e.g., a blooming plant) for their participation.
As recommended by all participating VPI administrators, parents were directed to 
return the survey in a sealed envelope to their child’s teacher. Each envelope was labeled 
with the corresponding survey participant number, permitting teachers to make a record 
of which surveys were returned. Follow-up communication through a reminder flyer to 
non-respondents occurred following the specified end date through VPI teachers who 
maintained the parent master list. Following ten days, VPI teachers mailed all returned 
surveys to the researcher in a prepaid UPS envelope.
Instrumentation. Measuring parental involvement is considered challenging both 
conceptually and operationally (Zick et al., 2001). In order to yield research data that will 
be valuable to VPI administrators, teachers, and parents, a survey instrument was
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designed specifically for parents of children served in a VPI program (Crawford, 2006; 
see Appendix E), as no such instrument had been developed to-date. A Spanish version of 
the survey instrument was prepared for those Spanish-speaking parents identified by VPI 
administrators and/or teachers (Appendix F). The development of the survey instrument 
was informed by a review of the literature on effective types of parental involvement, as 
well as through consultation with a VPI administrator and an early childhood specialist. 
The survey items were field-tested for clarity and relevance by a group of 45 parents 
whose children attend a VPI program and eight VPI classroom teachers in one Virginia 
school district. Questions concerning the clarity and relevance of survey items were 
measured on a nominal scale (i.e., Yes = 1 and No = 2), and, therefore, were analyzed 
using descriptive statistics. Open-ended questions soliciting additional comments and 
suggestions for improvement, such as the inclusion of additional survey items, were 
analyzed using qualitative methods of content analysis. Survey items were refined, 
removed, and added based on the resulting analyses.
Data were gathered using the one-page researcher-developed survey comprised of 
four sections: (A) perceptions of school-promoted parental involvement practices and 
teacher outreach efforts; (B) perceptions of self-promoted parental involvement practices 
and barriers and facilitating factors to personal involvement; (C) reported frequency of 
involvement at home and at school; and (D) sociodemographic variables. In this study, 
the broad term “parental involvement” is categorized by the types of parental 
involvement practices deemed effective by research (see Chapter 2). Variables include: 
communication; parent education; school involvement; home involvement; parents as 
decision makers; community services and other social support; and transition practices.
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Further, parents’ perceptions of their empowerment to become involved are embedded in 
several survey items, as research indicates that a parent’s perceived degree of 
empowerment is one of the strongest predictors of his or her involvement (Griffith,
1998). A research matrix outlining key components in effective parental involvement 
policies and practices informed the creation of survey items (Table 1).
Parents’ perceptions of school-promoted parental involvement practices and 
teacher outreach efforts (Section A) are measured on a four-point Likert-type scale 
ranging from 1 (Strongly Disagree) to 4 (Strongly Agree). Survey items that address 
parents’ reported level of frequency of participation related to parental involvement 
practices (Section C) were written using a five-point Likert-type scale ranging from 1 
(Almost Never) to 5 (Daily or Several Times a Day), a scale deemed appropriate by a 
VPI administrator during the pilot of the survey instrument. Both Likert scales include 0 
(N/A or Unsure) to indicate those questions which a parent may be unsure or may view as 
not applicable to his or her circumstances.
Four open-ended survey items measured the ways in which parents are involved 
in their children’s learning and school, parents’ perceptions o f the facilitating factors and 
barriers to their involvement, and parents’ suggestions concerning ways their children’s 
school can better support their children’s learning (Section B). These open-ended 
questions provided participants an opportunity to describe personal practices and 
perceptions of involvement not identified in the instrument.
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Table 1
Parental Involvement Research Matrix
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Table 2 delineates which survey items measure parents’ perceptions and practices 
relate to specific research-based parental involvement domains. (Note: Although parental 
involvement practices may overlap, the primary domain addressed by each survey item is 
indicated. Item 7 directly measures school climate as a contributor to a parent’s sense of 
empowerment; however, items marked with asterisks may also serve as contributing 
factors, based on a review of the literature. Item 11 in parentheses indicates a domain that 
may or may not be addressed, depending on parents’ responses to that open-ended 
question).
Table 2
Parental Involvement Survey Questionnaire Table o f Specifications
Parental Involvement Domains____________Survey Item Number______________
Bidirectional Communication 5*, 6, (11), 15, 19
Parent Education 1, 2, (11)
Parental Involvement at School 9*, (11), 16, 17
Parental Involvement at Home 3*, (11), 18
Parents as Decision Makers (11)
Community Services and Social Support 8,10, (11)
Transition Practices 4, (11)
Empowerment 7
Facilitating Factors to Involvement 12, 14
Barriers to Involvement 13
Importantly, the survey instrument measures demographic variables (Section D),
as such parent characteristics are often measured to determine variables that correlate
with perceptions of parental involvement (see Baker et al., 1999). Parents’ demographic
characteristics include: race/ethnicity; education; parent’s sex; family structure;
household income; and employment status. Additional variables that may correlate with
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parental involvement include the parent’s relationship to the child and the child’s sex 
(Stevenson & Baker, 1987).
Data Analysis
Results from the parental involvement surveys were analyzed to determine 
whether significant correlations exist between VPI parents according to 
sociodemographic variables (including region), perceptions of teacher outreach efforts 
and parental involvement strategies promoted by their children’s VPI program, and their 
reported level of involvement, as well as to determine parents’ perceptions of the barriers 
and facilitating factors to their parental involvement both at home and at school. The raw 
data generated from parental involvement surveys were entered into the Statistical 
Package for Social Sciences (SPSS) Graduate Pack for data analysis. Open-ended 
responses were transcribed in Microsoft ® Excel 2002 and coded for content analysis.
First, descriptive statistics procedures, including frequency tables, were conducted 
to describe survey participants’ sociodemographic characteristics and responses to 
closed-ended survey questions. Secondly, multivariate correlational analyses were 
conducted to measure and to analyze the degree of relationship among various 
combinations of variables. Specifically, stepwise regression was conducted due to its 
ability to determine the correlation between a criterion or dependent variable (i.e., 
parents’ frequency of involvement) and multiple predictor variables (i.e., 
sociodemographic characteristics and perceptions) (see Gall, Gall, & Borg, 2003). Such 
techniques are typically employed to yield data on the significant independent effects of 
parent characteristics and parents’ expressed experiences with teachers’ practices of 
parental involvement (e.g., Epstein, 1986, 1990; Patrikakou & Weissberg, 2000).
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The dependent, or outcome, variable was parents’ level of involvement both at 
home and at school. The independent, or input, variables were entered into the regression 
in two blocks. The sociodemographic variables (i.e., parents’ relationship to child; 
parents’ race/ethnicity; parents’ education; parent’s sex; child’s sex; family structure; 
household income; parents’ employment status; and region) were entered in the first 
block. The perception variables (i.e., parents’ perceptions of teacher outreach and 
practices related to: bidirectional communication; parent education; parental involvement 
at school; parental involvement at home; parents as decision makers; community services 
and other social support; and transition practices) were entered in the second block. 
Variables (significant at p < .05) entered the regression within each block in a stepwise 
fashion. Using a stepwise design allowed the researcher to determine which predictor 
variables contribute at a statistically significant level to the multiple regression equation 
(Gall et al., 2003), specifically whether including the perceptions variables significantly 
increase the R2, thereby suggesting that parents’ perceptions predict parents’ reported 
level o f involvement to a greater degree than do their sociodemographic characteristics.
The third data analysis method included a text content analysis of participants’ 
responses to the open-ended survey questions. Content analysis entailed both quantitative 
and qualitative analyses. A typology of qualitative analysis deemed appropriate for this 
study design included interpretive analysis in which categories are formed and 
cumulative, comparative analysis occurs. Thus, the first step in this analytical process 
included a qualitative review of the written and transcribed data and the development of a 
coding scheme.
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Implicit in content analysis is that a “message unit” serve as the unit of analysis 
(Neuendorf, 2002). In this study, the coding unit deemed most appropriate was the theme. 
Written and transcribed responses were coded and culled into a priori categories 
grounded in the literature base (Appendix G); emergent categories formed when parents’ 
perceptions or beliefs did not relate to these pre-determined categories.
In addition to a qualitative text content analysis, a quantitative text analysis, 
including category frequency counts, was conducted. Frequency counts reflected the most 
commonly expressed themes that illuminate participants’ perceptions, as well as those 
perceptions that are unique among participants.
In sum, descriptive statistics, block stepwise regression, and text content analysis 
were conducted to address the specific research questions as captured in Table 3.
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Table 3
Data Analysis Table
_________ Research Questions______________Data Source________Data Analysis
1. What are VPI parents’ perceptions of 
the teacher outreach efforts and 
parental involvement strategies 
promoted by their children’s VPI 
program?
2. How and to what degree do VPI 
parents report being involved in 
school activities, home-learning 
activities with their children, 
communications with their children’s 
teacher, and other related parental 
involvement practices?
3. What is the relationship among VPI 
parents’ sociodemographic variables, 
perceptions of teacher outreach efforts 
and parental involvement strategies 
promoted by their children’s VPI 
program and parents’ reported level of 
involvement?
4. What do parents identify as barriers to 
their involvement in their children’s 
education both at home and at school?
5. What do parents identify as 
facilitating factors to parental 
involvement in their children’s 
education both at home and at school?
Ethical Safeguards
Prior to conducting this research, the researcher obtained permission from the 
Human Subjects Committee at the College of William & Mary. Ethical safeguards were 
set according to the Code of Federal Regulations for the Protection of Human Subjects 
(see Gall et al., 2003). Specifically, informed consent was sought from each prospective 
participant. The informed consent letters detailed all phases o f research data collection 
and analysis, and included the provision that participants may elect to not answer any
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• Survey 
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• Descriptive 
Statistics
• Descriptive 
Statistics
• Content Analysis
• Block Stepwise 
Regression
• Content Analysis
• Content Analysis
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questions to which they are not comfortable and that they may withdraw from the study 
at any time without penalty. Deception was not employed as a data collection procedure. 
Finally, risk to study participants was minimized by protecting their confidentiality and 
privacy. Neither regions nor participants are identified in this or any future publications 
and confidential records will be maintained permanently.
72
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Chapter IV -  Data Collection and Analysis 
Chapter IV presents the data analysis findings that address Virginia Preschool 
Initiative (VPI) parents’ perceptions of parental involvement. Specific research questions 
included:
1. What are VPI parents’ perceptions of the teacher outreach efforts and parental 
involvement strategies promoted by their children’s VPI program?
2. How and to what degree do VPI parents report being involved in school activities, 
home-leaming activities with their children, communications with their children’s 
teacher, and other related parental involvement practices?
3. What is the relationship among VPI parents’ sociodemographic variables, 
perceptions of teacher outreach efforts and parental involvement strategies 
promoted by their children’s VPI program, and parents’ reported level of 
involvement?
4. What do VPI parents identify as barriers to their involvement in their children’s 
education both at home and at school?
5. What do VPI parents identify as facilitating factors to parental involvement in 
their children’s education both at home and at school?
The dependent variables for this study were VPI parents’ frequency of parental 
involvement practices at home and at school. The independent variables were categorized 
by sociodemographic characteristics (i.e., parents’ relationship to child; parents’ 
race/ethnicity; parents’ education; parent’s sex; child’s sex; family structure; household 
income; parents’ employment status; and region) and by VPI parents’ perceptions of 
teacher outreach and practices related to: bidirectional communication; parent education;
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parental involvement at school; parental involvement at home; parents as decision 
makers; community services and other social support; and transition practices. Additional 
data pertaining to parents’ perceptions and practices related parental involvement were 
gathered in four open-ended survey questions.
This chapter describes data collection and analysis, organized as follows: (a) 
description of the sample and (b) analysis of research questions.
Description of the Sample 
A total of 373 VPI parents from eight Virginia Regional Study Groups were asked 
to participate in this study. Of these parents, 57% (N = 212) returned the parental 
involvement survey. The demographic portion of the survey (Section D) measured the 
following variables: parents’ race/ethnicity; parents’ highest level of education 
completed; parent’s sex; family structure; household income; employment status; 
parents’ relationship to their child and their child’s sex. The parents’ sociodemographic 
data were analyzed and summarized in Tables 4 through 12.
Table 4 illustrates the frequency, response rate percentage, and total number of 
participating parents by Virginia Regional Study Group.
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Table 4
Frequency, Response Rate, and Percentage o f  Participating VPI Parents by Virginia
Regional Study Group
Region Frequency (/) Response Rate (%) Percentage of Sample (%)
1 12 33 5.7
2 50 72 23.6
3 22 63 10.4
4 16 47 7.5
5 24 69 11.3
6 18 55 8.5
7 35 57 16.5
8 35 50 16.5
Total 212 57 100.0
The response rate from the Virginia Regional Study Groups ranged from 33% (Region 1) 
to 72% (Region 2), yielding an average total response rate of 57% for the total sample (N  
= 212).
A majority of the parents in the sample were self-identified as mothers (n = 188). 
Eleven parents either did not respond to this item or checked off two or more items and 
therefore are not included in the description of parent’s relationship to child. Table 5 
illustrates the frequency and percentage of VPI parents’ relationship to their children. 
Table 5
Frequency and Percentage o f Participating VPI Parents, by Relationship to Child
Relationship to Child Frequency (f) Percentage of Sample (%)
Mother 188 88.7
Father 5 2.4
Grandmother 3 1.4
Grandfather 0 0.0
Other 5 2.4
Missing 11 5.2
Total 212 100.0
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Participating VPI parents were self-identified predominantly as white, non- 
Hispanic (n = 131) and black, non-Hispanic (n = 64). Three parents either did not respond 
to this item or checked off two or more items and therefore are not included in the 
description of parent’s race/ethnicity. Table 6 illustrates the frequency and percentage of 
VPI parents’ race/ethnicity.
Table 6
Frequency and Percentage o f Participating VPI Parents, by Race/Ethnicity
Race/Ethnicity Frequency (f) Percentage of Sample (%)
White, non-Hispanic 131 61.8
Black, non-Hispanic 64 30.2
Hispanic 6 2.8
Asian/Pacific Islander 3 1.4
Native American/Inuit 3 1.4
Other 2 .9
Missing 3 1.4
Total 212 100.0
Not surprisingly, most participants were self-identified as female (n = 198). Eight 
participants’ data pertaining to parents’ sex were missing. Table 7 illustrates the 
frequency and percentage of VPI parents’ sex.
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Table 7
Frequency and Percentage o f  Participating VPI Parents, by Parents ’ Sex
Sex Frequency (J) Percentage of Sample (%)
Male 6 2.8
Female 198 93.4
Missing 8 3.8
Total 212 100.0
One hundred and ten VPI parents reported their preschool-age child as being 
female, while 98 reported their preschooler as male. Four parents did not report these 
data. Table 8 illustrates the frequency and percentage of child’s sex.
Table 8
Frequency and Percentage o f Participating VPI Parents, by Child’s Sex
Sex Frequency (/) Percentage of Sample (%)
Male 98 46.2
Female 110 51.9
Missing 4 1.9
Total 212 100.0
Most parents in the sample identified their family structure as “two-parent home” 
(n = 148). Three participants’ data pertaining to family structure were missing. Table 9 
illustrates the frequency and percentage of VPI parents’ family structure.
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Table 9
Frequency and Percentage o f  Participating VPI Parents, by Family Structure
Family Structure Frequency (/) Percentage of Sample (%)
Two-parent home 148 69.8
One-parent home 61 28.8
Missing 3 1.4
Total 212 100.0
Participating VPI parents reported a broad range of annual family household
income from less than $15,000 to more than $49,999. Nine parents did not report these
data. Table 10 outlines the frequency and percentage of VPI parents’ family household
income.
Table 10
Frequency and Percentage o f Participating VPI Parents, by Family Household Income
Family Annual Income Frequency (/) Percentage of Sample (%)
Less than $15,000 36 17.0
$15,000 to $24,999 40 18.9
$25,000 to $34,999 25 11.8
$35,000 to $49,999 40 18.9
More than $49,999 62 29.2
Missing 9 4.2
Total 212 100.0
More than half o f  the VPI parents reported working full-time (n = 116), while 
25% (n = 55) and 17% (n = 36) reported not working or working part-time, respectively. 
Five parents’ data pertaining to their employment were missing. Table 11 illustrates the 
frequency and percentage of VPI parents’ reported level of employment.
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Table 11
Frequency and Percentage o f  Participating VPI Parents, by Parents ’ Employment Status
Employment Status Frequency (/) Percentage of Sample (%)
Not working 55 25.9
Part-time work 36 17.0
Full-time work 116 54.7
Missing 5 2.4
Total 212 100.0
Participants represented a broad range of educational backgrounds. Nearly one- 
third (n = 69) were high school graduates, and nearly 30% (n = 62) reported having some 
college experience. Thirteen parents (6%) had attended, but not graduated from, high 
school. Ten percent of parents had earned a Bachelor’s degree (n = 23), while 5% 
reported having earned a Master’s degree or beyond. Thirteen parents either did not 
respond to this item or checked off two or more items and therefore are not included in 
the description of parent’s highest education completed. Table 12 illustrates the 
frequency and percentage of VPI parents’ educational backgrounds.
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Table 12
Frequency and Percentage o f Participating VPI Parents, by Highest Education 
Completed
Educational Level Frequency (/) Percentage of Sample (%)
Some high school 13 6.1
High school 69 32.5
Some college 62 29.2
Associate's degree 22 10.4
Bachelor's degree 23 10.8
Master's degree or beyond 10 4.7
Missing 13 6.1
Total 212 100.0
Analysis of Research Questions 
Research Question 1. What are VPI parents 'perceptions o f the teacher outreach efforts 
and parental involvement strategies promoted by their children’s VPI program?
This research question was addressed by analyzing parents’ responses to close- 
ended items of Section A of the survey instrument. The survey items pertaining to 
parents’ perceptions of teacher outreach and parental involvement strategies were coded 
such that responses of strongly agree were given a value of 4, agree was given a value of 
3, disagree was given a value of 2, and strongly disagree was given a value of 1. Not 
Applicable (N/A) or Unsure (value 0) and missing data (value 9) were calculated for 
frequencies, but were not included in other analyses to avoid skewing the data. 
Descriptive statistics were computed for each of 10 items, and summarized in Table 13.
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The mean rating of participants’ perceptions of teacher outreach and practices for the 
sample was 3.47 (SD = 0.43). The averages ranged from 1.50 to 4.00 among the 
participants. Figure 2 illustrates the distribution of participants’ perceptions of teacher 
outreach and practices, with the shape of the distribution indicating a negative skew 
whereby the mean has a lower value than the median (Gall et al., 2003). The majority of 
parents, therefore, indicated positive responses to these survey items.
Mean *3.47 
Sid. Dev. *0.429 
N *212
2.50 3.00
Mean Ratings
Figure 2. Distribution of participants’ cumulative mean ratings pertaining to 
perceptions of teacher outreach and parental involvement strategies.
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Table 13
VPI Parents ’ Perceptions o f  Teacher Outreach Efforts and Parental Involvement Strategies
Strongly
Agree
Agree Disagree Strongly
Disagree
N/Aor
Unsure
Missing M SD
My child’s teacher helps me better understand my 
child as he or she learns and develops. 52% 43% 4% 0% 1% 0% 3.49 0.58
My child’s teacher helps me understand ways I 
can support my child’s learning at home. 53% 43% 3% 0% 1% 0% 3.50 0.56
My child’s teacher wants me to support my 
child’s learning at home. 79% 20% 0% 0% 1% 0% 3.80 0.40
My child’s teacher tells me about ways to prepare 
for kindergarten. 43% 44% 8% 1% 3% 1% 3.34 0.67
My child’s teacher or school tells me about 
school events, meetings, and other information I 
need to know as a parent.
67% 32% 0% 0% 0.5% 0.5% 3.68 0.47
Parent-teacher conferences (such as home visits) 
are held during times that are good for me. 45% 35% 7% 3% 9% 1% 3.37 0.76
I feel welcomed by my child’s teacher. 76% 19% 3% 0.5% 1% 0.5% 3.73 0.53
My child’s school helps me meet other parents. 28% 40% 15.5% 1% 15% 0.5% 3.12 0.74
My child’s teacher wants me to volunteer or help 
out at school. 44% 40% 3% 1% 10% 2% 3.44 0.61
My child’s school helps me find services (such as 
health care) when my family needs them. 17% 30% 14% 2% 36% 1% 2.98 0.79
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Participants’ responses were particularly favorable to two survey items, “My 
child’s teacher wants me to support my child’s learning at home” (M  -  3.80, SD = 0.40) 
and “I feel welcomed by my child’s teacher” (M  - 3.73, SD -  0.53) both of which are 
associated with enhancing a parent’s sense of empowerment (see Chapter 2). All parents 
felt that their children’s teacher wants them to support their children’s learning at home, 
the majority of whom “strongly agreed” with this statement. Three percent (n = 6) of 
parents (in Regions 3, 4, 7, and 8) “disagreed” that they feel welcomed by their children’s 
teacher, with only one parent (in Region 4) having selected “strongly disagree.” Most 
parents, however, reported moderate to high agreement pertaining to these two survey 
items.
A third item related to empowerment, “My child’s teacher wants me to volunteer 
or help out at school,” had greater variability in parents’ responses, with only 84% of 
parents (n = 179) having selected “strongly agree” and “agree.” Having a mean rating of 
3.44 and SD of 0.61, this survey item yielded less agreement among parents, with 10 
percent of parents reported being “unsure” or that this item is “not applicable” to their 
circumstances.
Participants’ responses were also favorable to survey items pertaining to parents’ 
perceptions that their children’s teachers help to educate them as they support their 
children’s learning and healthy development. Responses to “My child’s teacher helps me 
better understand my child as he or she learns and develops” (M =  3.49, SD = 0.58) and 
“My child’s teacher helps me understand ways I can support my child’s learning at 
home” (M = 3.50, SD = 0.56) had nearly equal mean ratings and standard deviations, with 
most responses clustered between “agree” and “strongly agree.”
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The survey item pertaining to parents’ perceptions that their children’s teacher 
shares information concerning school events, meetings, and other pertinent information 
had a mean rating of 3.68 and SD of 0.47, with no parent in any region expressing 
dissatisfaction. Parents, however, held dissimilar views concerning the survey item, “My 
child’s teacher tells me about ways to prepare for kindergarten” (M = 3.34, SD = 0.67). 
Eight percent (n = 16) and 1% (n = 2) of parents disagreed and strongly disagreed with 
this item, respectively, with responses derived from all districts except Region 6.
The second lowest rated item, “My child’s school helps me meet other parents” 
had a mean rating of 3.12 and SD of 0.74, with 68% of parents (n = 145) having 
expressed moderate to high agreement. Thirty-three parents “disagreed” with this item, 
representative of parents in all regions. Finally, the lowest rated item, “My child’s school 
helps me find services (such as health care) when my family needs them” yielded a mean 
rating of 2.98 and SD of 0.79, indicating the highest variability among responses across 
these survey items. Less than half of parents (n = 99) expressed moderate to high 
agreement pertaining to this item, with 14% (n = 30) having “disagreed” with this item. 
Thirty-six percent of parents (n = 76) reported being “unsure” or that this item is “not 
applicable” to their circumstances.
Research Question 2. How and to what degree do VPI parents report being involved in 
school activities, home-learning activities with their children, communications with their 
children’s teacher, and other related parental involvement practices?
Based on a review of the literature, the researcher identified seven types of 
parental involvement practices that may contribute positively to enhancing child
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outcomes across various developmental domains (for a review, see Chapter 2). These 
types of practices are classified as bidirectional communication; parent education; 
parental involvement at school; parental involvement at home; parents as decision 
makers; community services and other social support; and transition practices.
A content analysis of parents’ responses to the open-ended survey item, “In what 
ways are you involved in your child’s learning and school?” indicated that VPI parents 
reported being involved in the following ways, reflective of five of the researcher’s a 
priori categories of parental involvement practices: (a) bidirectional communication; (b) 
parent education; (c) parental involvement at school; (d) parental involvement at home; 
and (e) parents as decision makers (see Appendix G). Responses not reflective of these 
categories resulted in the emergence of an additional category: (f) unspecified (i.e., vague 
responses or those that did not pertain to the survey item).
One-hundred ninety parents (representing 90% of the sample) responded to this 
open-ended survey item. Table 14 illustrates the frequency analysis of VPI parents’ 
reported practices of parental involvement. (Note: Because some parents cited more than 
parental involvement practice, the category percentages sum to more than 100 percent). 
Two-hundred sixty-nine message units were calculated. Of these, the most commonly 
reported practices were parental involvement at home and at school, representing 48% 
and 27% of message units, respectively. Seventeen percent (n = 46) were regular 
bidirectional communication with their children’s teachers, 2% (n = 6) were participation 
in a parent education program, and 2% (n = 5) were parents’ reported involvement in a 
decision-making capacity. Four percent (n = 10) of message units were nonspecific.
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Table 14
Frequency Analysis o f  VPI Parents ’ Reported Practices o f  Parental Involvement
Frequency Count by Region
Category
1 2 3 4 5 6 7 8 CategoryPercentage
Bidirectional
Communication 1 13 4 1 6 3 12 6 17
Parent Education 0 4 0 0 0 0 2 0 2
PI at School 6 25 2 0 15 8 9 7 27
PI at Home 7 28 13 12 15 8 24 23 48
Parents as Decision 
Makers 0 1 1 0 2 0 1 0 2
Unspecified 0 3 0 1 1 2 2 1 4
Figure 3 further highlights the number of message units by parental involvement 
category, illustrating that the most frequently cited types of involvement were parental 
involvement at home, parental involvement at school, and bidirectional communication 
between the parent and her child’s teacher.
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Bidirectional Communication
Parent Education
Parental Involvement at School
Parental Involvement at Home
Making I
0 20 40 60 80 100 120 140
Number of Message Units, by Category
Figure 3. Frequency count of parental involvement practices, by category.
In order to identify specific parental involvement practices, the data were further 
analyzed within each of the categories. Themes evident within the bidirectional 
communication category resulted in the following subcategories: (a) verbal 
correspondence; (b) written correspondence; (c) formal meetings; and (d) unspecified. 
Parent education practices included (a) formal and (b) informal means to improve 
parents’ understanding of means to support their children’s learning. Parental 
involvement at school entailed (a) visiting the school or classroom for events or activities; 
(b) parents’ volunteering at their children’s schools; (c) parents’ attending class field 
trips; and (d) parents’ participation in specific school programs on behalf of their children 
(e.g., speech therapy). Parental involvement at home included (a) reinforcement of school
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learning; (b) supporting child’s language and literacy development; (c) general home 
learning; (d) parent-child communication; (e) supporting child’s development of 
numeracy and other mathematics-related concepts; (f) child-centered play activities; and 
(g) the use of educational technology to support child’s learning. Parents as decision 
makers entailed (a) parents’ participation in the PTO and (b) active involvement in goal 
setting through participation in IEP meetings. Figure 4 illustrates the number of message 
units cited, categorized by parents’ specific stated parental involvement practices within 
each of the aforementioned categories.
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Fifty-two message units were calculated within the bidirectional communication 
category, indicating that some parents cited more than one means in which they 
communicate with their children’s teachers. Of these, the most frequently cited method of 
communication was informal verbal correspondence with their children’s teachers (n = 
14), representing parents from all districts except Region 1. Twenty-five percent of 
message units (n = 13), derived from parents residing in Regions 2, 5, 6, and 7, pertained 
to parents’ exchanging and/or reading written correspondence with their children’s 
teachers, such as through notes or parent newsletters. Of the 46 parents who expressed 
communicating regularly with their children’s teachers, 23% of message units (n = 12), 
derived from parents in all districts except Region 4, pertained to parents’ participation in 
formal meetings with their children’s teachers. Lastly, 25% (n = 13) of parents’ responses 
pertaining to bidirectional communication were general and nonspecific. An analysis of 
those responses did not permit classification concerning the specific method of 
communication (i.e., verbal correspondence; written correspondence; formal meetings). 
Table 15 outlines sample responses pertaining to parents’ reported involvement in 
bidirectional communication with their children’s VPI program.
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Table 15
VPI Parents’ Reported Practices o f Bidirectional Communication, by Subcategory 
Subcategory_____________________________________ Parents’ Written Responses
Verbal
Correspondence
Written
Correspondence
Formal
Meetings
Unspecified
Daily chats w/teachers at drop off/pick up & discussing day/lessons w/child, reading regularly.
I talk to the teacher everyday.
We/me and the teacher speaks with each other about 3 to four times a week.
I call weekly to the class and come to any programs they are having.
Con tareas y notas que envia la maetra. (Translation: With the homework and the notes sent by the 
teacher.)
Speak with his teacher often, and communicate through notes and visits.
Interaction w/teachers help me know what he’s learning, daily notes are almost always sent home and a 
weekly report telling me what they did all week. This is really helpful.
By writing notes back and forth to her teacher.
I have a monthly meeting [with the teacher].
We have meetings to discuss thing that we need to work on and we do them.
Parent teacher meetings.
Regularly attend PT conferences.
Several phone calls to teacher, meeting in person w/teacher.
Contact with teachers.
Communicating with teachers.
By following daily instructions given by the teacher.___________________________________________
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Six parents expressed participating in parent education, including both formal and 
informal means to enhance understanding of their children’s growth and development. 
Four parents, all of whom reside in Region 2, cited participation in home visits. Two 
parents, both residents of Region 7, stated they seek opportunities through their children’s 
teachers to improve their children’s skills at home.
Eighty-two message units were calculated within the parental involvement at 
school category, indicating that some parents cited more than one means in which they 
are involved at their children’s schools. Of the 71 parents who reported practices 
pertaining to their parental involvement at school, 48% of message units (n = 39), 
representative of parents residing in all districts except Region 1, pertained to parents 
visiting their children’s school or classroom for events or activities. Forty percent of 
message units (n = 33) were parents’ volunteerism at their children’s schools. Eleven 
percent of message units were in the area of parents’ attending school fieldtrips. Parents 
from districts in Regions 1, 2, 5, and 7 expressed such involvement. Lastly, one parent in 
Region 2 reported being involved in a specific school program, namely therapy, at her 
child’s preschool. Table 16 outlines sample responses pertaining to specific ways YPI 
parents report being involved at their children’s preschool.
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Table 16
VPI Parents ’ Reported Practices o f Parental Involvement at School, by Subcategory
Subcategory
Classroom Visits
Volunteering
Attend Field 
Trips
Parents’ Written Responses
Class visits & volunteering.
My husband and I attend Family Day and parent conferences.
Attend family days, always the 1st Friday of the month. I try to attend events at school.
I attend activities when my job allows.
Open house, plays.
I volunteer a lot.
I volunteer w/the class.
Occasionally visit the classroom & help with activities.
Visiting the classroom and volunteering to help as needed.
Attend family day, classroom volunteer.
We read each night. The material the teacher goes over we review it. I volunteer when I am able to do.
Go on fieldtrips, classroom visits, talk to teacher.
Parent partner visits, school trips, class parties.
I go on all the field trips and I make sure I know how she is doing.
School Programs • Therapy and homework.
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One-hundred ninety message units were calculated within the parental 
involvement at home category, indicating that some parents cited more than one means in 
which they are involved in their children’s learning at home. The most frequently cited 
message unit at 34% was parents’ direct reinforcement of school learning at home, 
derived from parents in all eight regions. Twenty-eight percent of message units (n = 53), 
also derived from parents residing in all regions, pertained to parents’ supporting their 
children’s language and literacy development. Seventeen percent o f message units (n = 
32) were general learning at home.
Twelve percent of parents who reported being involved at home ( n -  16) 
described interpersonal communication with their children, such as discussing school 
learning and other daily events, representing 8% of message units. Such responses 
derived from all regions except 1 and 6. Seven percent of message units (n -  14), derived 
from parents in all eight regions, pertained to parents’ supporting their children’s 
numeracy and other mathematics-related skills, such as learning colors and shapes. Eight 
parents (representing 4% of message units) described supporting their children’s learning 
and development through play, while three parents (representing 2% of responses) cited 
the use of educational technology to support their children’s learning and development. 
Table 17 outlines sample responses pertaining to specific ways VPI parents reported 
being involved at their children’s learning at home.
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Table 17
VPI Parents ’ Reported Practices o f  Parental Involvement at Home, by Subcategory
Subcategory_________________________________________ Parents’ Written Responses______________
Community activities and home activities that directly reinforce his school activities. 
We do all the activities that are sent home with her.
We go over what she brings home.
Assist with homework assignment and an occasional prescheduled activity.
Reading at night, discussing days (sic) events and behavior.
Going to the library with my daughter.
School events, parent/family days, reading each night.
Help learn him (sic) name and ABCs, writing, spelling, reading.
By helping at home and at school.
We work at home and the teacher and I write notes.
I work with him at home and volunteer at school.
I work with him as much as possible when I get off.
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Table 17 (continued)
VPI Parents ’ Reported Practices o f Parental Involvement at Home, by Subcategory
I encourage my daughter to tell me about her day right we (sic) she gets home.
I don’t have that touch to teach a child certain things. So I ask my child what they learned and I try to find 
things that relate at home as a refresher.
We discuss his day and read somewhat regular in the evenings.
Check over homework, ask how their day was, what did she/he leam today.
We read at home, we write and we leam #s and letters out loud.
We work on colors by coloring.
Write names, numbers, and ABC’s at home. Counting, ABCs, and his name.
We work together at home. We play games.
I help my child with numbers, we play learning games.
I help her with reading, read to her, play with her, and encourage imagination.
Volunteers & homework activities work w/my children w/software (educational).
Going to the library with my daughter. Reading nightly, computer games.
I read to her; help her with her homework; show learning videos and discuss them with her.____________
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Five parents expressed being involved in a decision-making capacity on behalf of 
their children. One parent in Region 2 stated she attends IEP meetings and helps to set 
goals for her child. Four parents from Regions 3,5, and 7 expressed being involved in 
their school’s PTO. Collectively, these written responses represent only 2% of those 
pertaining to specific parental involvement practices.
Lastly, 4% of message units (n = 10) pertaining to the open-ended survey item, 
“In what ways are you involved in your child’s learning and school?” were nonspecific. 
Responses included “Child’s learning—every way possible,” “Everything,” “I love to 
help anytime I can,” and other unclassifiable parental involvement practices.
In addition to ascertaining how VPI parents report being involved at home and at 
school, responses to several close-ended survey items (Section C) elucidated the 
frequency at which parents are involved in various types of parental involvement, 
captured in Table 18. Responses were coded such that responses of daily or several times 
a day were given a value of 5, a few  times a week was given a value of 4, a few  times a 
month was given a value of 2, and almost never was given a value of 1. N/A or Unsure 
(value 0) and missing data (value 9) were calculated for frequencies, but were not 
included in other analyses to avoid skewing the data.
Of the five closed-ended survey items, one item (“How often do you do learning 
activities with your child at home?”) pertained to parental involvement at home, and was 
the item having the highest mean (M= 4.28, SD = 0.78). Half of parents (n = 106) 
reported doing learning activities with their children daily or several times a day, and 
nearly 40% of parents (n = 83) reported such involvement a few times per week; thus, 
nearly 90% of parents (n = 189) expressed being involved at home with their children a
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few times per week or more. The second item having the highest mean rating pertained to 
the parents’ bidirectional communication with their children’s teacher (M = 3.28, SD = 
1.14). Forty-three percent of parents (n = 91) reported communicating at least a few times 
per week, whereas nearly 30% of parents (n -  63) expressed communicating a few times 
per month with their children’s teacher. Only 14 parents reported having virtually no 
contact with their children’s teacher.
Parents’ responses pertaining to the open-ended survey item, “How often do you 
meet with your child’s teacher to leam more about what your child is learning at school?” 
yielded a mean rating of 2.63 (SD =1.16). Nearly 20% of parents (n = 42) reported such 
formal meetings a few times per week or more, whereas 23% of parents (n = 49) cited 
having meetings monthly or more frequently. Eighty-one parents reported meeting about 
monthly with their children’s teacher. Thirty parents cited having virtually no meetings 
with their children’s teacher.
The open ended-survey item “How often do you attend your child’s school for 
classroom or school activities?” yielded similar findings, having a mean rating of 2.49 
with slightly less variance (SD = 1.04). Nearly 65% of parents (n = 137) reported 
attending their children’s school or classroom for activities once or a few times per 
month. An equal number of parents (n = 12) collectively representing 11% of the sample 
reported attending such activities daily and a few times per week, whereas nearly 15% of 
parents (n = 31) cited rare attendance to their children’s school or classroom for 
activities.
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Table 18
VPI Parents ’ Frequency o f  Involvement, by Survey Item
Daily or 
Several 
Times a 
Day
A Few 
Times a 
Week
A Few 
Times 
a Month
About 
One 
Time 
a Month
Almost
Never
N /A or
Unsure
Missing M SD
How often do you communicate 
with your child’s teacher? 15.6% 27.4% 29.7% 17.9% 6.6% .5% 2.4% 3.28 1.14
How often do you attend your
child’s school for classroom or 
school activities?
5.7% 5.7% 31.1% 33.5% 14.6% 8.0% 1.4% 2.49 1.04
How often do you volunteer or help 
out at your child’s school? 3.3% 1.9% 22.2% 22.2% 31.6% 16.5% 2.4% 2.05 1.06
How often do you do learning 
activities with your child at home? 50.0% 39.2% 6.6% .9% 1.4% 0.0% 1.9% 4.38 0.78
How often do you meet with your
child’s teacher to leam more about 
what your child is learning at 
school?
9.4% 10.4% 23.1% 38.2% 13.2% 4.2% 1.4% 2.63 1.16
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Parents’ responses to the open-ended survey item, “How often do you volunteer 
or help out at your child’s school?” yielded the lowest mean rating of 2.05 (SD = 1.06) 
with 67 parents reporting they “almost never” volunteer at their children’s school. Nearly 
65% of parents (n = 137) expressed volunteering once to a few times per month, whereas 
5% of parents (n = 11) parents expressed volunteering a few times per week or more.
Research Question 3. What is the relationship among VPI parents ’ sociodemographic 
variables, perceptions o f teacher outreach efforts and parental involvement strategies 
promoted by their children’s VPI program, and parents ’ reported level o f involvement?
Multivariate correlational analyses, specifically block stepwise multiple 
regression, were conducted to test for statistically significant correlations between the 
independent variables of family, parent, and child characteristics and VPI parents’ 
perceptions of teacher outreach and practices related to: communication; parent 
education; school involvement; home involvement; parents as decision makers; 
community services and other social support; transition practices; and the dependent 
variable of parents’ reported frequency of involvement at home and at school. As 
previously indicated, individual items were averaged within two categories (Section A 
and Section C of the survey instrument) to yield means scores related to perceptions and 
frequency of involvement for each participant, which were then used for significance 
testing.
The independent, or input, variables were entered into the regression in two 
blocks. The sociodemographic variables (i.e., parents’ relationship to child; parents’ 
race/ethnicity; parents’ education; parent’s sex; child’s sex; family structure; household 
income; parents’ employment status; and region) were entered in the first block. The
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perception variables (i.e., parents’ perceptions of teacher outreach and practices related 
to: bidirectional communication; parent education; parental involvement at school; 
parental involvement at home; parents as decision makers; community services and other 
social support; and transition practices) were entered in the second block. Variables 
(significant at p < 0.05) entered the regression within each block in a stepwise fashion.
By calculating a p-value, the researcher was able to determine whether the relationship 
between the independent and dependent variables are significant, as well as the amount of 
variance in the dependent variable, or the frequency of parents’ involvement at home and 
at school, that can be explained by the predictor variables (see Muijs, 2004).
In the first step, the nine sociodemographic variables (collectively) significantly 
predicted parents’ frequency of involvement (F = 2.30; p  = 0.018), the R2 accounting for 
9% of the variance in parents’ frequency of involvement. The only two independent 
variables that significantly affected parents’ involvement were parents’ highest education 
completed (p = 0.04) and parents’ employment status ip -  0.05). An R2 of 0.09, however, 
is considered a “poor fit” in the model (see Muijs, 2004).
The addition of parents’ perceptions into the model (F = 4.23; p  = 0.000), yielded 
a A R2 of 0.08, representing an 86% increase. Parents’ perceptions of teacher outreach 
and parental involvement strategies promoted by their children’s preschool were found to 
be significant beyond demographics with no sociodemographic variables contributing 
significantly to the predictor model. With an R2 of 0.18, parents’ perceptions represent a 
“modest fit” (Muijs, 2004) and therefore are a modest predictor, accounting for 
approximately 18% of variability in parents’ frequency of involvement. Tables 19 and 20 
summarize the results of the block stepwise multiple regression.
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Table 19
Model Summary o f Block Stepwise Regression Analysis for Variables Predicting Parents ’ 
Frequency o f Involvement
Model R R2 F Sig.
1 0.306 0.094 2.302 0.018*
2 0.419 0.175 4.226 0.000**
*p < 0.05, **p < 0.0001
102
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Table 20
Summary o f Block Stepwise Regression Analysis fo r  Coefficients that Predict Parents ’
Frequency o f Involvement
Unstandardized Standardized
Coefficients Coefficients
Model Std.
B Error Beta t Sig.
1 (Constant) 3.066 0.229 13.366 0.000
Relationship to 
Child 0.064 0.039 0.151 1.648 0.101
Race/Ethnicity -0.019 0.046 -0.029 -0.410 0.682
Parent's Sex 0.000 0.058 -0.001 -0.005 0.996
Child's Sex -0.108 0.057 -0.155 -1.901 0.059
Family Structure 0.062 0.077 0.069 0.804 0.422
Family Household 
Income -0.055 0.030 -0.128 -1.857 0.065
Parent's
Employment -0.082 0.041 -0.138 -2.017 0.045*
Highest Education 
Completed 0.060 0.029 0.143 2.074 0.039*
Region 0.037 0.023 0.110 1.595 0.112
2 (Constant) 1.146 0.486 2.357 0.019
Relationship to 
Child 0.056 0.037 0.133 1.515 0.131
Race/Ethnicity -0.021 0.044 -0.034 -0.491 0.624
Parent's Sex -0.018 0.056 -0.030 -0.315 0.753
Child's Sex -0.104 0.054 -0.149 -1.909 0.058
Family Structure 0.095 0.074 0.105 1.274 0.204
Family Household 
Income -0.047 0.028 -0.109 -1.654 0.100
Parent's
Employment -0.070 0.039 -0.117 -1.781 0.076
Highest Education 
Completed 0.053 0.028 0.127 1.918 0.057
Region 0.041 0.022 0.123 1.863 0.064
Average TOTAL 
perceptions 0.538 0.121 0.291 4.429 0.000**
*p < 0.05, **p< 0.0001
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Research Question 4. What do parents identify as barriers to their involvement in their 
children’s education both at home and at school?
Adelman’s (1994) classification of three types of barriers to parental involvement 
served as a priori categories for analysis: (a) impersonal; (b) personal; and (c) 
institutional (see Appendix G). Impersonal barriers are those practical barriers that are 
logistical in nature, such as one’s work schedule, economic constraints, or inability to 
find appropriate child care, as well as a parent’s personal or family health problems that 
may prevent involvement (Adelman, 1994; Lareau & Shumar, 1996; Pena, 2000; Wood 
& Baker, 1999).
Personal barriers, on the other hand, may include a parent’s perception of limited 
education or knowledge to support a child’s learning, mistrust of the educational system, 
lack of social support (such as being a single parent), cultural or language barriers, among 
other personal barriers that may limit involvement (Adelman, 1994; Aronson, 1996; 
Casanova, 1996; Greenwood & Hickman, 1991; Griffith, 1998; Lareau & Shumar, 1996; 
Pena, 2000; Wood & Baker, 1999). Institutional barriers result when a school does not 
have a policy supporting parental involvement or when school staff do not encourage 
parental involvement (such as by asking parents to volunteer at school), or when parents 
feel isolated by institutional elements, such as the existence of parent “cliques”
(Adelman, 1994; Dauber & Epstein, 1993; Epstein, 1986; Pena, 2000).
One-hundred eighty parents (representing 85% of the sample) responded to the 
open-ended survey item, “What (if anything) prevents your involvement at home or at 
school?” A content analysis of parents’ responses revealed that VPI parents reported 
experiencing barriers reflective of the aforementioned three categories. Responses not
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reflective of these categories resulted in the emergence of two additional categories: (a) 
none (i.e., no barriers to involvement) and (b) unspecified (i.e., the response did not 
pertain to the survey item).
Table 21 illustrates the frequency analysis of VPI parents’ perceptions of barriers 
to their involvement by region, as well as by category percentage. (Note: Because some 
parents cited more than one barrier, the category percentages sum to more than 100 
percent). One-hundred eight-five message units were calculated. Of these, 57% (n = 106) 
were impersonal barriers, 4% were personal barriers (n = 7), and 2% (n = 4) were 
institutional barriers. Thirty-four percent of message units (n = 62) were categorized by 
those parents who cited no barriers to involvement. The responses of six participants 
were nonspecific, representing 3% of message units.
Table 21
Frequency Analysis o f VPI Parents ’ Perceptions o f Barriers to Involvement
Frequency Count by Region
Category 1 2 3 4 5 6 7 8
Category
Percentage
Impersonal 5 31 7 9 16 7 15 16 57
Personal 0 2 1 2 2 0 0 0 4
Institutional 0 0 0 0 0 0 4 0 2
None 4 11 9 4 5 8 11 10 34
Unspecified 0 0 0 0 1 1 2 2 3
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Figure 5 further highlights the number of message units by category, illustrating 
that the most frequently cited barriers among participants were impersonal.
Impersonal 
Barriers
Personal
Barriers
Institutional
Barriers
0 20 40 60 80 100 120
Number of Message Units, by Category
Figure 5. Frequency count of VPI parents who reported barriers to involvement, by category.
To determine parents’ perceptions of specific barriers to their involvement, the 
data were further analyzed within the impersonal, personal, and institutional categories. 
Themes evident within the impersonal category resulted in the following subcategories:
(a) employment; (b) personal or family health problems; (c) family (such having young 
children at home, not having available childcare, or the schedules of spouses and 
children); (d) time (such as the hours of school events); (e) parent’s school attendance; (f) 
lack of transportation; and (g) limited financial means. Personal barriers included: (a) 
lack of social support; (b) concern about child’s behavior; and (c) language barriers. 
Institutional barriers included: (a) school does not empower parent and (b) school policy
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I
I
prohibits involvement. Figure 6 illustrates the number of message units cited, categorized 
by parents’ stated impersonal, personal, and institutional barriers to involvement in 
children’s learning and school.
One-hundred eighteen message units were calculated within the impersonal 
barrier category, indicating that some parents cited more than one impersonal barrier to 
their involvement. Of these, the most frequently cited was parents’ employment. Sixty 
percent o f message units (n = 71), derived from parents residing in all eight regions, were 
employment-related barriers, namely parents’ work schedules. The second most 
frequently cited barrier was family, such as having young children at home or a spouse’s 
schedule. Eighteen percent of message units (n = 21), derived from parents in regions 2, 
3, 5,6, and 7, pertained to such family-related commitments that may prevent parents’ 
involvement.
Eight percent of message units (n = 10) pertained to parents’ general concerns of 
not having sufficient time to be involved, such as “Not enough time” and “Time—not 
enough.” Two parents in Regions 1 and 2 indicated the time of a school event prevents 
involvement.
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Impersonal Barriers (n = 106)
Employment
Family
T ime
Personal or Family Health Problems
Parent's School Attendance
Lack of T ransportation
Lack of Financial Means H  2
Personal Barriers (n = 7)
Social Support : 
Concern about Child's Behavior 1 2
Language Barrier 1 2
Institutional Barriers (n = 4)
School Does Not Empower Parent 
School Policy Prohibits Involvement
600 20 40 80
Number of Message Units, by Category
Figure 6. Frequency count o f VPI parents who reported specific barriers to involvement, by category. (Note: 
Some parents cited more than one barrier to involvement within the Impersonal Barriers category, therefore, 
resulting in subcategory counts summing to more than the number of respondents).
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Four percent of message units (n = 5) included parents’ own school attendance 
creates barriers to their involvement. One parent, for example, stated, “I am in nursing 
school,” while another responded, “I work full-time and go to college part-time.” Five 
percent of message units (n -  6) derived from parents from all districts except Region 1 
and 6 indicated personal and family health-related barriers, such as the parent having an 
illness or having a child on life support at home. One parent in Region 3 commented:
Between work and my husband, he is very sick, I try to make time for everybody. 
It’s very hard with six kids. I try very hard to be involved.
The most infrequently cited barriers included lacking transportation or financial means to 
become involved. Three percent (n = 3) and 2% (n = 2) of message units, derived from 
parents in Regions 3 and 8, were lack of transportation and limited financial resources, 
respectively, as barriers to parents’ involvement. Of the three parents who expressed 
transportation concerns, two of them also cited financial resources as barriers. Sample 
responses by impersonal barrier subcategory are captured in Table 22 below.
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Table 22
VPI Parents ’ Perceptions o f Impersonal Barriers to Involvement, by Subcategory
Subcategory Parents’ Written Responses
Employment
Health
I work different shifts, sometimes evenings and nights.
I could be more involved but my work schedule limits my involvement.
During the day I work, prevents me from being involved in the class.
Working fulltime prevents at school participation.
I work during school hours.
Working in the evening.
Illness; myself or twin brother.
Health and work schedule.
I have a spinal disease.
I have a child on life support at home.
Health problems prevent involvement in school participations.
I have another young child at home so it doesn’t allow me to volunteer as much as I would like. 
Childcare for my younger son, but I normally make it work out.
Very busy schedule and 3 kids -  military husband.
Child care issues when events are held at night, for example, PTO on Tuesday evening.
I have two other small children so I can’t help out or go up there much.
Well, it’s hard to volunteer because of my one year old.
Hours of events
Sometimes the time of an event at school.
Not enough time.
Time—not enough
Family
Time
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Table 22 (continued)
VPI Parents ’ Perceptions o f Impersonal Barriers to Involvement, by Subcategory
• I work and go to school full time.
Parent’s School • My school and work.
Attendance • School work.
• At home I help her with everything. At school, no ride.
Lack of • My younger child, money, and transportation could prevent my involvement at school. Nothing at home.
Transportation • No phone or car.
Lack of Financial • No phone or car.
Means • My younger child, money, and transportation could prevent my involvement at school.
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Of the 7 parents who cited personal barriers to involvement, one parent in 
Regions 3, 4, and 5 indicated lack of social support, specifically being a single parent. 
Wrote one parent, “Not a lot prevents but work and being a single parent.” Parents in 
Region 2 and 5 expressed concern over their own children’s behavior. One parent in 
Region 2 expressed:
Behavioral issues sometimes prevent him from participating in or completing 
learning activities at home. Also at school—I don’t attend activities as often as 
previously because he seems to behave worse & participates less when I am 
present.
The third cited personal barrier included parents’ own limited English language skills. 
One parent in Region 2, for example, expressed “yo no hablo mucho Ingles” (Translated: 
I do not speak much English). Sample responses by personal barrier subcategory are 
captured in Table 23.
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Table 23
VPI Parents ’ Perceptions o f  Personal Barriers to Involvement, by Subcategory
Subcategory Parents’ Written Responses
Lack of • Not a lot prevents but work and being a single parent.
Social • Working and being a single parent.
Support • At school—I work and am a single mom.
• Behavioral issues sometimes prevent him from participating in
Concern or completing learning activities at home. Also at school—I
About a don’t attend activities as often as previously because he seems
Child’s to behave worse & participates less when I am present.
Behavior • Getting child’s attention at home.
• Si tengo un bebe de 6 meses y un nino de 3 anos y al bebe no 
tengo con quien dejarlo en la escuela y yo no hablo mucho
Language Ingles. (Translation: Yes, I have a 6 month old baby and a 3
Barriers year old, and I do not have anyone to leave my baby at school 
and I do not speak much English.)
• I must work and my English skills are limited.
Four parents expressed institutional barriers to involvement, all of whom reside in 
Region 7. Three of these parents indicated concerns pertaining to the parents’ perceptions 
of empowerment relative to their preschoolers’ school. Parents’ written responses 
included:
• I feel that I am not welcomed by her teacher.
• Parents or grandparents don’t seem to be included in Pre-K events.
• The parents are not asked to do anything.
One parent specifically cited school policy as a barrier to her school involvement: “Was 
told could not volunteer without taking a volunteer class. First time in 19 yrs as a parent 
with a child in school.”
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In sum, 85% of VPI parents (n = 180) expressed impersonal, personal, and 
institutional barriers to their involvement. One-hundred eight-five message units were 
calculated, 57% (n = 106) of which were impersonal barriers. Thirty-four percent of 
message units (n = 62) were categorized by those parents who cited no barriers to 
involvement. Thirty-two parents, or 15% of the sample, did not respond to this survey 
item.
Research Question 5. What do parents identify as facilitating factors to parental 
involvement in their children's education both at home and at school?
Based on a review of the literature, the researcher identified specific strategies 
that have been associated with facilitating parents’ involvement at home and at school. 
These include (a) communication and outreach efforts; (b) providing opportunities for 
involvement; (c) offering parent education; (d) encouraging parents to become involved; 
(e) providing community services and other social support; (f) and involving parents as 
decision makers (see Appendix G). A content analysis of parents’ responses to this open- 
ended survey item, “What does the school do to help you support your child’s learning 
that you find valuable?” indicated that VPI parents’ responses were reflective of these 
categories. Responses not reflective of these categories resulted in the emergence of three 
additional categories: (g) characteristics of the preschool program (e.g., curriculum and 
instructional strategies); (h) unspecified (i.e., vague responses or those that did not 
pertain to the survey item); and (i) nonexistent (i.e., parents do not perceive any 
facilitating factors to their involvement).
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One-hundred seventy-three parents (representing 82% of the sample) responded 
to this open-ended survey item. Table 24 illustrates the frequency analysis of VPI 
parents’ perceptions of the facilitative factors promoted by their children’s school. (Note: 
Because some parents cited more than one facilitating factor, the category percentages 
sum to more than 100 percent). Two-hundred twenty-five message units were calculated. 
Of these, 38 % (n = 85) were communication and outreach efforts, 24% (n = 53) were 
providing opportunities for involvement, 6% (n = 14) were offering parent education and 
encouraging parents, 3% (n = 6) each were providing community services and other 
social support, and 16% (n = 36) were characteristics o f the school program. Less than 
1% of message units pertained to involving parents as decision makers and nonexistent 
(i.e., the parent does not perceive any facilitating factors to her involvement). The 
responses of 15 participants were nonspecific, representing 7% of message units.
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Table 24
Frequency Analysis o f  VPI Parents ’ Perceptions o f  Facilitative Factors Currently
Promoted by Child’s School, by Category
Frequency Count by Region
Category 1 2 3 4 5 6 7 8
Category
Percentage
Communication 
and Outreach 
Efforts
2 22 9 8 3 12 12 17 38
Providing 
Opportunities for 
Involvement
2 15 3 8 7 5 7 6 24
Offering Parent 
Education 1 7 1 1 3 0 0 1 6
Encouraging
Parents 0 6 0 0 1 2 1 4 6
Providing 
Community 
Services and 
Other Social 
Support
2 1 0 1 1 0 0 1 3
Involving Parents 
as Decision 
Makers
0 1 0 0 0 0 0 0 <1
Characteristics of
Preschool
Program
0 6 4 1 6 1 11 7 16
Unspecified 2 3 0 1 2 0 6 1 7
Nonexistent 0 0 1 0 0 0 0 0 <1
Among parents’ responses to the open-ended survey item, “What does the school 
do to help you support your child’s learning that you find valuable?” the most commonly 
expressed facilitating factors were communication and outreach efforts and the school
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providing opportunities for involvement, representing 38% and 24% of responses, 
respectively. Figure 7 further highlights the number of message units by category, 
illustrating the most frequently cited facilitating factors to parents’ involvement.
Communication and Outreach Efforts
Providing Opportunities for Involvement
Offering Parent Education
Encouraging Parents
Providing Community Services and 
Other Social Support
Involving Parents as Decision Makers 1 1
Characteristics of Preschool Program
Nonexistent 1 1
40 60 800 20
Number ofM essage Units, by Category
Figure 7. Frequency count ofVPI parents’ perceptions of facilitative factors currently promoted by child’s school, 
by category.
Communication and outreach efforts represented the category most frequently 
cited both collectively among responses as well as individually within each region.
Parents in all regions expressed valuing the degree to which their children’s school keeps 
parents informed of school learning through newsletters, conversations, reports, and other 
means, as well as through parent-teacher meetings. Parents in all eight regions also stated 
that they were appreciative of their children’s teacher and/or school offering
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opportunities fo r  involvement, such as by providing take-home readers, worksheets, and 
other materials for home learning and by offering school activities for families.
Sixteen percent of responses (n = 36) described specific characteristics of their 
children’s school they deemed valuable to supporting their children’s learning, such as 
the curriculum and instructional strategies they use with the children. Fourteen parents 
described their children’s schooling as providing parent education, both formally and 
informally. Fourteen different parents in all districts except those in Region 1 and 4 also 
expressed how they value the overall encouragement and supportive nature of their 
children’s school or teacher. Finally, the least frequent responses included five parents in 
Regions 1,2, 4, 5, and 8 who expressed appreciation for the specific services offered 
through their children’s school, and one parent in Region 2 who described valuing her 
involvement in a decision-making capacity at her child’s school. One parent in Region 3 
expressed that her child’s school does “nothing” that she finds valuable, while 7% of 
responses (n = 15) stated that they were “unsure” or cited unspecific responses such as 
“everything.” Sample responses by category are captured in Table 25.
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Table 25
VPI Parents ’ Perceptions ofFacilitative Factors Promoted by Child’s School, by Category
Category Parents’ Written Responses
Communication 
and Outreach 
Efforts
•  Information packets and flyers.
•  Keeping me informed and always available for commentary.
• Teacher parent conferences and communication.
•  Well informed.
•  Sending notes home of what they will be working on.
Providing 
Opportunities for 
Involvement
• Sending home papers about ways to make what they are doing in school—helping to keep them going at 
home.
• Having different kinds of learning events at school. Ex: SOL program, reading night.
• Bag Lady Program and the little learning games that are sent home.
• They ask us to volunteer once a month.
• Involves parents with homework.
Offering Parent 
Education
• They show me ways to teach my child.
•  They provide resources for explaining developmental goals/targets—i.e.— what skills are age appropriate 
and how to reach them.
• Helping to deal with situations that I may have trouble with at home.
• Let me know ways I can help my child.
Encouraging
Parents
• Teacher encourages me as a parent!
• Encouragement.
•  Very encouraging.
• The teacher and staff offer and encourage what parents can do at home, suggest websites, projects.
•  Encourage you to help at home.
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Table 25 (continued)
VPI Parents ’ Perceptions o f  Facilitative Factors Promoted by Child’s School, by Category
Providing 
Community 
Services and Other
• The school has an after-school program for the kids.
•
•
After school program 
Speech therapy.
Social Support • The one on one time with the teacher also the speech therapy and O.T.
Involving Parents • Keep me informed of child’s progress & involves me with some decision making.
as Decision Makers
• Provides a classroom setting, offers early basic learning skills, testing to see progress.
• The teacher meets each child at their level and doesn’t expect the children to adjust their knowledge or
Characteristics of abilities.
Preschool Program • Age appropriate learning.
• The love of books seem to make him willing to learn and understand more.
• Focus on one SOL at a time.
1 2 0
Parents were also asked to offer suggestions concerning means for the school to 
enhance their involvement through the open-ended survey item, “How can the school 
better help you support your child’s learning?” A priori categories included (a) 
communication and outreach efforts; (b) providing opportunities for involvement; (c) 
offering parent education; (d) encouraging parents to become involved; (e) providing 
community services and other social support; (f) and involving parents as decision 
makers (see Appendix G). A content analysis of parents’ responses to this open-ended 
survey item indicated that VPI parents’ responses were reflective of all categories, except 
encouraging. In other words, no parent expressed directly that she wished her child’s 
teacher or school encouraged her more as a parent. Responses not reflective of these 
categories resulted in the emergence of three additional categories: (g) characteristics of 
the preschool program (e.g., curriculum and instructional strategies); (h) unspecified (i.e., 
vague responses or those that did not pertain to the survey item); and (i) nothing (i.e., 
parents are satisfied with the quality of their children’s preschool in its current state).
One hundred forty-six parents (representing 69% of the sample) responded to this 
open-ended survey item, yielding the lowest response rate of the four open-ended survey 
items. Table 26 illustrates the frequency analysis of VPI parents’ perceptions of 
additional means to facilitate their involvement. (Note: Because some parents cited more 
than one facilitating factor, the category percentages sum to more than 100 percent). One- 
hundred fifty-five message units were calculated. Of these, 12% (n = 18) were 
communication and outreach efforts, 15% (n = 23) were providing opportunities for  
involvement, 5% were offering parent education (n -  8), 5% (n -  7) were providing 
community services and other social support, 1 % (n = 2) were involving parents as
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decision makers, and 3% (n = 5) were characteristics o f the school program. Half of 
message units (n ~ 78) pertained to parents being pleased with their children’s preschool 
in its current state. The responses of 14 participants were nonspecific, representing 9% of 
message units.
Table 26
Frequency Analysis o f VPI Parents’ Perceptions o f Additional Means to Facilitate Their 
Involvement
Frequency Count by Region
Category
1 2 3 4 5 6 7 8 CategoryPercentage
Communication 
and Outreach 
Efforts
0 4 2 2 1 1 3 5 12
Providing 
Opportunities for 
Involvement
0 5 6 1 2 2 3 4 15
Offering Parent 
Education 0 5 0 0 0 1 1 1 5
Providing 
Community 
Services and Other 
Social Support
0 4 0 1 0 0 1 1 5
Involving Parents 
as Decision Makers 1 0 0 0 0 0 0 1 1
Characteristics of 
Preschool Program 1 0 1 0 1 0 2 0 3
Unspecified 0 6 2 0 0 0 4 2 9
Nothing 1 18 7 5 14 5 16 12 50
Among parents’ responses to the open-ended survey item, “How can the school 
better help you support your child’s learning?” the most commonly cited response at 50%
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of message units was nothing, indicating that parents were moderately to extremely 
satisfied with their children’s preschool program in its current state. Parents in all regions 
recorded commentary reflecting moderate satisfaction, such as “I think it’s okay the way 
it is,” to great satisfaction, such as “Nothing—they are wonderful! [My child’s school] & 
his teachers are fantastic.”
The second most frequent type of recommendation pertained to enhancing 
parents’ opportunities fo r  involvement, representing 15% of message units. Parents 
residing in all districts except Region 1 offered suggestions for enhancing their 
involvement at home (e.g., “Maybe a monthly planner of upcoming themes & lessons so 
we can talk about the same things at home”) and their involvement at school (e.g., 
“Parents that work full time can feel stretched to ‘do it all’ and it’s difficult. Evening 
events are usually more doable.”) Enhancing communication and outreach efforts also 
yielded responses in all regions except Region 1 and included general recommendations 
to “[keep] us (the parents) informed,” as well as more specific recommendations to 
enhance parent-teacher contact (e.g., “Talk with me about the things my child is having 
problems with if  any so I can help more at home”) and to send home written materials 
and other information (e.g., “Maybe a monthly planner of upcoming themes & lessons so 
we can talk about the same things at home”).
Five percent of respondents (n = 8) expressed desiring greater opportunities for 
parent education. These parents’ requests ranged from wishing to learn more about a 
child’s cognitive development (e.g., “Explain learning stages & best material to use. Ex: 
when reading starts & best books to begin with”) to a child’s social development (e.g., 
“Offering more alternatives to a child with behavior problems”). Five percent of
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respondents (n = 7) also expressed needing greater support services. For example, one 
parent in Region 2 wrote:
I am sorely disappointed w/the counseling program at the school. I have requested 
“counsel” for my 4 yr old b/c “separation anxiety” due to daddy’s deployment and 
I was referred out b/c “they didn’t have enough time this late in the year to 
provide a positive outcome” for my child.
Five respondents representing 3% of responses indicated they would like to change 
certain aspects of their children’s preschool, such as providing more challenge to 
advanced students. Only two parents requested being more involved in decision making 
at their children’s school. Finally, 9% of message units (n = 14) were unspecific, in which 
parents recorded commentary, such as “I don’t know” and “Not sure.”
Figure 8 highlights the number of message units by category, illustrating parents’ 
perceptions of means to facilitate further their involvement by category. Additional 
sample responses by category are captured in Table 27.
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Communication and Outreach Efforts
Providing Opportunities for Involvement
Offering Parent Education
Providing Community Services and 
Other Social Support
Involving Parents as Decision Makers
Characteristics of Preschool Program
Nothing (Le., Satisfied)
80 10020 40 600
Number of Message Units, by Category
Figure 8. Frequency count of VPI parents’ perceptions of additional means to facilitate their involvement, by category.
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Table 27
VPI Parents ’ Perceptions o f Additional Means to Facilitate Their Involvement, by Category
Category________________________________________ Parents’ Written Responses__________________________________
• Send home regular reports.
• Since Sept. theres (sic) only been one parent/teacher conf. And here it is almost April. What’s up with that? 
Communication • At the end of the week write a note home what went on in the week.
and Outreach # I think the parents could be a little more informed if  the child is having difficulty or inform sooner than they
Efforts d a
By informing me what is expected and how my child is meeting those expectations.
Inform us of ways we can be more involved in the classroom.
Offer some programs after hour for the working parent.
Get the parents more involved such as letting them volunteer to help do something such as being a aid, if  not 
in your class maybe in another class or the office seeing mommy involved or there helps influence the child 
more.
Parents that work full time can feel stretched to “do it all” and it’s difficult. Evening events are usually more 
doable.
Invite to sit in on a school day.
Be more specific on how we can get him more interested in learning—how to better individualize activities 
and encourage him.
Giving me ideas on ways I can help him at home.
It would be nice to have some meeting just for classes to teach parents how to teach the child.
Help work on ABC-123, show us like how they show them.
To set up meeting days for the parents of the students to discuss as a whole what can the parents do to help 
Providing the teachers to be able to teach the class, with less dismption from certain students. Parents can help other
Community parents with ideas. It can be hard for a few students to learn when a few students constitently (sic)
Services and Other interrupting with behavior issues.. .it is possible to behave so you can learn; even preschoolers...
Social Support • Improving the speech therapy program. Speech therapy should start ASAP and be aggressive. It is critical to 
_____________________ a childs (sic) education. All children should be screened when registering for Pre-K.____________________
Enhancing 
Opportunities for 
Involvement
Offering Parent 
Education
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Table 27 (continued)
VPI Parents’ Perceptions o f  Additional Means to Facilitate Their Involvement, by Category
Involving Parents • 
as Decision Makers •
•
Characteristics of •
Preschool Program •
More parental input.
Have random evaluations of teachers w/complaints from teachers & parents. This was a problem for me.
Giving a little more individual time to a student (if permittable) (sic)
More challenge for advanced students, higher expectations.
Not trying to put to (sic) much on them at one time or in one day.
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Chapter V -  Summary, Conclusions, and Recommendations 
Chapter V presents: (a) an overview of research findings; (b) a discussion of the 
results; (c) recommendations for future research and practice related to parental 
involvement in preschool programs for at-risk learners; and (d) summary.
Overview of Research Findings 
This study examined Virginia Preschool Initiative (VPI) parents’ perceptions of 
parental involvement, including their perceptions of teacher outreach efforts and parental 
involvement strategies; how and to what degree they are involved at home and at school; 
and parents’ perceptions of barriers and facilitating factors to their involvement. Two- 
hundred and twelve parents were surveyed using a researcher-developed questionnaire in 
eight distinct regions throughout the Commonwealth of Virginia, yielding data that may 
inform parental involvement planning by determining specific ways to improve parental 
involvement policies and practices in VPI programs and other similar contexts.
Data analyses included descriptive statistics and multiple regression on close- 
ended survey items, and content analysis of open-ended survey items. The findings are 
summarized as follows, organized by research question.
Research Question 1. What are VPI parents ’perceptions o f the teacher outreach efforts 
and parental involvement strategies promoted by their children’s VPI program?
The majority of VPI parents surveyed feel positively about the teacher outreach 
efforts and parental involvement strategies employed by their children’s preschool 
teachers. The mean rating of participants’ perceptions of teacher outreach and practices 
for the sample was 3.47 (SD = 0.43); the mean rating, therefore, was clustered between 
“agree” and “strongly agree.”
128
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Parents’ responses were particularly favorable to survey items pertaining to 
parental involvement at home and parent education, specifically how the school supports 
parents in their parenting skills. Responses to, “My child’s teacher wants me to support 
my child’s learning at home” yielded a mean rating of 3.80 (SD = 0.40), whereby all 
parents felt that their children’s teacher wants them to support their children’s learning at 
home, the majority of whom “strongly agreed” with this statement. Related to parental 
involvement at home, parents’ responses were also favorable to survey items pertaining 
to parents’ perceptions that their children’s teachers help to educate them as they support 
their children’s learning and healthy development. Responses to “My child’s teacher 
helps me better understand my child as he or she learns and develops” (M = 3.49, SD -  
0.58) and “My child’s teacher helps me understand ways I can support my child’s 
learning at home” (M=  3.50, SD = 0.56) had nearly equal mean ratings and standard 
deviations, with most responses clustered between “agree” and “strongly agree.”
Parents’ responses were also favorable to survey items pertaining to perceptions 
of teacher outreach. Specifically, parents expressed strong agreement with the statement, 
“I feel welcomed by my child’s teacher” (M =  3.73, SD = 0.53). Additionally, parents’ 
responses to the survey item, “My child’s teacher or school tells me about school events, 
meetings, and other information I need to know as a parent” ( M -  3.68, SD = 0.47) were 
equally favorable, with no parent in any region expressing dissatisfaction.
Survey items yielding the lowest mean rating and the highest variability included, 
“My child’s teacher tells me about ways to prepare for kindergarten” (M=  3.34, SD -  
0.67), “My child’s school helps me meet other parents” (M=  3.12, SD = 0.74), and “My
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child’s school helps me find services (such as health care) when my family needs them” 
(M= 2.98, SD = 0.79).
Research Question 2. How and to what degree do VPI parents report being involved in 
school activities, home-learning activities with their children, communications with their 
children's teacher, and other related parental involvement practices?
A content analysis of parents’ responses to the open-ended survey item, “In what 
ways are you involved in your child’s learning and school?” indicated that VPI parents 
report being involved in the following ways: bidirectional communication; parent 
education; parental involvement at school; parental involvement at home; and parents as 
decision makers. Of these, the most frequently cited were parental involvement at home 
(48%), parental involvement at school (27%), and bidirectional communication (17%) 
between the parent and her child’s teacher.
In addition to ascertaining how VPI parents report being involved at home and at 
school, responses to several close-ended survey items elucidated the frequency at which 
parents are involved in various types of parental involvement. Of these five closed-ended 
survey items, the question pertaining to parental involvement at home, “How often do 
you do learning activities with your child at home?” yielded the highest mean rating (M = 
4.28, SD = 0.78), with half of parents (n = 106) reporting that they do learning activities 
with their children daily or several times a day. The second item having the highest mean 
rating pertained to the parents’ bidirectional communication with their children’s teacher 
(M -  3.28, SD = 1.14). Least frequent involvement activities included meeting with the 
child’s teacher to learn more about what the child is learning at school (M = 2.63, SD =
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1.16), attending school for classroom or school-wide activities (M= 2.49, SD = 1.04), 
and volunteering at school (M = 2.05, SD = 1.06).
Research Question 3. What is the relationship among VPI parents ’ sociodemographic 
variables, perceptions o f teacher outreach efforts and parental involvement strategies 
promoted by their children’s VPI program, and parents ’ reported level o f involvement?
Multivariate correlational analyses, specifically block stepwise multiple 
regression, tested for statistically significant correlations between the independent 
variables of family, parent, and child characteristics and VPI parents’ perceptions of 
teacher outreach and practices. Results indicated that parents’ perceptions of teacher 
outreach and parental involvement strategies promoted by their children’s preschool were 
significant beyond parents’ sociodemographic characteristics, accounting for 
approximately 18% of variability in parents’ frequency of involvement.
Research Question 4. What do VPI parents identify as barriers to their involvement in 
their children’s education both at home and at school?
A content analysis of parents’ responses to the open-ended survey item, “What (if 
anything) prevents your involvement at home or at school?” indicated that VPI parents 
report experiencing impersonal, personal, and institutional barriers to their involvement. 
Of these, the most frequently cited barriers were impersonal (57%), namely parents’ 
employment. In contrast, more than one-third of parents reported no barriers to their 
involvement.
Research Question 5. What do VPI parents identify as facilitating factors to parental 
involvement in their children’s education both at home and at school?
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A content analysis of parents’ responses to the open-ended survey item, “What 
does the school do to help you support your child’s learning that you find valuable?” 
indicated that VPI parents perceive the following as facilitators to their involvement at 
home and at school: communication and outreach efforts; providing opportunities for 
involvement; offering parent education; encouraging parents to become involved; 
providing community services and other social support; involving parents as decision 
makers; and characteristics of the preschool program. The most frequently cited 
facilitating factors to involvement were communication and outreach efforts (38%), such 
as the school keeping parents informed of school learning through newsletters, 
conversations, reports, and other means, as well as through parent-teacher meetings, and 
the school providing opportunities for involvement (24%), such as by providing take- 
home readers, worksheets, and other materials for home learning and by offering school 
activities for families.
Parents were also asked to offer suggestions concerning means for the school to 
enhance their involvement through the open-ended survey item, “How can the school 
better help you support your child’s learning?” Responses to this survey item indicated 
that parents recommended the following means to further facilitate their involvement: 
communication and outreach efforts; providing opportunities for involvement; offering 
parent education; providing community services and other social support; involving 
parents as decision makers; characteristics of the preschool program; and nothing (i.e., 
parents are satisfied with the quality of their children’s preschool in its current state). The 
most frequently cited recommendations were increased opportunities fo r  involvement 
(15%) and communication and outreach (12%). More than one-quarter of responses
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pertained to recommendations in these two areas, whereas more than half of responses 
indicated that parents are pleased with their children’s preschool in its current state.
Discussion of the Results 
The findings of this study are consistent with and extend those of other parental 
involvement research studies. Importantly, parents value the varied and frequent outreach 
efforts extended by their children’s teachers, communications that provide the foundation 
for strong home-school relationships (Weiss et al., 2006) and which can reduce or 
eliminate factors that may hinder a parent’s involvement (Epstein, 1990). Teachers also 
play an important role in encouraging parents’ involvement. Related to teachers’ outreach 
efforts, parents in this study expressed appreciation for the encouragement given by their 
children’s teachers, a key factor in enhancing parents’ sense of empowerment (Griffith, 
1997, 1998).
Although most parents felt positively about the teacher outreach efforts and 
parental involvement strategies employed by their children’s preschool teachers, many 
parents desired increased opportunities for their involvement, particularly at home.
Nearly 90% of parents expressed doing learning activities at home with their children a 
few times per week or more, therefore indicating that parents value such involvement. 
Consistent with research findings that parents perceive teachers’ use of parent 
involvement in home learning activities to be a “teaching strength” (Epstein, 1986, p. 
292), parents in this study requested additional support to strengthen their children’s 
skills at home. Because some parents may be hindered in their ability to assist their 
children at home using school-related materials due to their lack of education or expertise 
(Lareau & Shumar, 1996), parents cited specific strategies they feel would help them
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support their children’s learning, such as writing directions on materials sent home and 
providing a “learning box” of materials a child may borrow for a period of time. Such 
recommendations are valuable for informing teachers’ ability to create individualized 
recommendations for families as pertaining to each child’s needs (Baker et al., 1999).
Research indicates that many parents experience stress when preparing for their 
children’s transition to kindergarten (Weiss et ah, 2006). Nine percent of parents in this 
study perceived that their children’s teachers do not inform them of ways to prepare for 
this transition. Similarly, more than 16% of parents expressed that their children’s school 
does not help them to meet other parents. Although effective transition practices will 
vary by context, among the recommended transition practices is holding regular meetings 
for families to establish social networks (Krafit-Sayre & Pianta, 2000). Thus, such regular 
meetings can serve many purposes, among them easing parents’ stress concerning their 
children’s transition to kindergarten and providing a social support network for families. 
One parent in Region 2 highlighted this opportunity in her response to the question,
“How can the school better help you support your child’s learning?”
To set up meeting days for the parents of the students to discuss as a whole what 
can the parents do to help the teachers to be able to teach the class, with less 
disruption from certain students. Parents can help other parents with ideas.
Lastly, parents’ ability to become involved, especially at school, is often hindered 
by their employment, particularly when school events are held during school hours 
(Lareau & Shumar, 1996). Parents in this study expressed such impersonal barriers to 
their involvement and recommended that their children’s preschool schedule evening or 
weekend events to permit them to attend. Without question, parental involvement poses a
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greater challenge than in previous years, especially due to the increased number of 
working mothers and single-parent households (McWayne et al., 2004); consequently, it 
is recommended that teachers and administrators consider parents’ schedules when 
arranging school events and activities (e.g., Epstein & Dauber, 1991; Grolnick et al., 
1997) to enhance the ability of all parents to become involved.
Recommendations
Based on this study’s findings, the researcher offers the following 
recommendations to strengthen parental involvement in the participating Virginia school 
districts, VPI programs state-wide, and other similar preschool programs, in order of 
priority:
Enhance parents ’ abilities to become “teaching partners ” (Keyser, 2006) at 
home. Parents’ involvement in home learning activities can have a greater positive effect 
than other forms of parental involvement (e.g., Epstein, 1986; Henderson & Berla, 1994; 
Zellman & Waterman, 1998). Because parents in this study expressed interest in 
supporting their children’s learning at home, as well as expressed appreciation for the 
school providing opportunities for their involvement at home, such as involving parents 
in homework and sending home reading materials, there exists significant opportunities 
for educators to maximize parents’ interest in supporting their children’s learning outside 
of school, which may contribute to enhanced child outcomes across developmental 
domains. Keyser (2006) offers the following strategies for supporting parents as teachers 
at home: acknowledge the education that parents provide for their children at home; 
determine specific ways that parents enjoy supporting their children’s learning at home; 
offer resources for new activities and experiences for parents to do with their children at
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home (e.g., lending library, “take-home boxes” containing interactive materials); and 
facilitate parents as they share ideas with other parents (pp. 132-133).
Enhance parents ’ abilities to become “teachingpartners ” (Keyser, 2006) at 
school. The positive effects of parental involvement at school on child achievement have 
been established in the literature (e.g., Barnard, 2004). Parents in this study stated that 
they are involved at their children’s school when possible, as well as expressed interest in 
increased opportunities for their participation in the classroom or school events, such as 
by their children’s school offering weekend or evening parent-teacher conferences and 
school activities for families. Due to parents’ interest in enhancing their school-based 
involvement, it is recommended that preschool programs first determine barriers and 
facilitating factors to parents’ involvement at school. This may be done by surveying 
parents to determine preferred times for meetings and school events, as well as by 
learning parents’ preferences for volunteering in the classroom. Further, Keyser (2006) 
recommends that educators inform families of a typical school day schedule; set up clear 
roles for parents and teachers in the classroom; provide guidelines for working with 
children in the classroom (such as by distributing a handbook developed independently 
by teachers or collaboratively by teachers and parents); and support parents who wish to 
plan classroom activities.
Establish policies and practices to ease the transition offamilies and their 
children to the kindergarten setting. Among the survey items yielding the lowest mean 
rating, 9% of parents expressed moderate to strong disagreement to the survey item, “My 
child’s teacher tells me about ways to prepare for kindergarten.” Further, 12% of 
responses pertaining to parents’ recommendations to strengthen their involvement related
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to enhancing communication and outreach between the home and the school, particularly 
in terms of keeping parents informed of their children’s academic progress and 
expectations for success. Thus, it is recommended that preschool programs establish 
formal and informal means to help parents to prepare for their children’s transition to 
kindergarten, including specific information on typical and atypical child development 
(e.g., pertaining to school-readiness indicators) and expectations for the kindergarten 
setting. These may include: establishing communication linkages between teachers and 
families in both the pre-kindergarten and kindergarten settings to share information; 
establishing the role o f a transition coordinator to address concerns and to provide 
support as needed; holding regular meetings for families to establish social networks; and 
providing opportunities for the child to become familiar with kindergarten rituals and 
activities (Kraft-Sayre & Pianta, 2000).
Further research into how to reach effectively those parents who are non- 
responsive. All VPI parents in eight Virginia Regional Study Groups (as determined via 
a stratified random sample) were asked to participate in this study. Of these parents, 57% 
(IV = 212) returned the parental involvement survey. This researcher, therefore, was 
unable to gather data relative to parents’ perceptions of parental involvement from those 
who were non-responsive. Because parents’ perceptions are significant predictors to their 
involvement at home and at school, and because these data are necessary to inform 
parental involvement policies and practices, further research is needed concerning 
effective means to gather perceptual data from parents who are non-responsive to such 
efforts.
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Summary
The early childhood years are critical to a child’s development, providing the 
foundation for school and life success (Carnegie Corporation of New York, 1996; 
Hepburn, 2004). As the most influential adults in a child’s life, parents’ involvement in 
their young children’s learning and school is vital to ensuring their successful transition 
to and readiness for kindergarten entry; consequently, parental involvement is considered 
an essential element of successful preschool programs, especially for at-risk learners 
(Harris & Larsen, 1989).
A targeted, statewide program, the Virginia Preschool Initiative aims to provide 
additional support to students entering public schools without the basic skills needed for 
school success (Kitchen, 2000). Among the strategies to ensure children’s school 
readiness is the Virginia Preschool Initiative’s emphasis on parental involvement, 
policies and practices for which are determined at the local level in participating districts.
Importantly, parental involvement is highly contextual, involving individual 
teachers, administrators, parents, and other concerned adults. Because a parent’s 
involvement in her child’s learning and schooling is influenced by her perceptions of 
teacher outreach and practices, and because decision-making in this area requires direct 
input by parents on barriers and facilitating factors to their involvement, this research 
study gathered data on parents’ perceptions of parental involvement across the 
Commonwealth of Virginia. It is the researcher’s goal that these data will be useful to 
maximize the effectiveness of parental involvement policies and practices in the 
participating school districts, as well as in other similar preschool programs, in order to 
strengthen young children’s readiness for kindergarten.
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Appendix A 
List of Virginia School Regions
Region 1 Region 2 Region 3 Region 4
Charles City Accomack Caroline Alexandria City
County Chesapeake City Colonial Beach Arlington
Chesterfield Franklin City Essex Clarke
Colonial Heights Hampton City Fredericksburg Culpeper
City Isle Of Wight City Fairfax
Dinwiddie Newport News Gloucester King Fairfax City
Goochland City George Falls Church
Hanover Norfolk City King Queen City
Henrico Northampton King William Fauquier
Hopewell City. Poquoson City Lancaster Frederick
New Kent Portsmouth City Mathews Loudoun
Petersburg City Southampton Middlesex Madison
Powhatan Suffolk City Northumberland Manassas City
Prince George Virginia Beach Richmond Manassas Park
Richmond City City Spotsylvania City
Surry Wmsburg/ James Stafford Orange
Sussex City West Point Page
York Westmoreland Prince William 
Rappahannock 
Shenandoah 
Warren
Winchester City
Region 5 Region 6 Region 7 Region 8
Albemarle Alleghany Bland Amelia
Amherst Hglnds Bristol City Appomattox
Augusta Botetourt Buchanan Brunswick
Bath Covington City Carroll Buckingham
Bedford Craig Dickenson Charlotte
Bedford City Danville City Galax City Cumberland
Buena Vista City Floyd Giles Greensville
Campbell Franklin Grayson Halifax
Charlottesville Henry Lee Lunenburg
City Martinsville City Norton City. Mecklenburg
Fluvanna Montgomery Pulaski Nottoway
Greene Patrick Radford City Prince Edward
Harrisonburg Pittsylvania Russell
City Roanoke Scott
Highland Roanoke City Smyth
Lexington City Salem City Tazewell
Louisa Washington
Lynchburg City Wise
Nelson Wythe
Rockbridge 
Rockingham 
Staunton City 
Waynesboro
From “Educational Directory,” by the Virginia Department of Education, 2007, 
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Appendix B 
Letter to VPI Administrator
March 1,2007
Jane Doe,
VPI Administrator 
123 Dogwood Lane 
Anytown, Virginia 12345
Dear Ms. Doe:
As a graduate student in Educational Policy, Planning, and Leadership at the College of 
William and Mary, I am conducting my dissertation research study in the area of parental 
involvement in at-risk early childhood programs. Your school district was one of eight 
selected at random to participate. I am writing to request your permission to conduct 
research in your Virginia Preschool Initiative (VPI) classrooms. The purpose of my study 
is to determine parents’ perceptions of parental involvement in order to inform parental 
involvement planning in VPI programs across the Commonwealth of Virginia.
If permission is granted, I wish to administer a parental involvement survey to your VPI 
parents. The survey was designed by me and validated in a VPI program last year. Its 
focus includes parents’ perceptions of teacher outreach efforts and parental involvement 
practices, parents’ reported level of involvement both at home and at school, and parents’ 
perceptions of both the facilitating and hindering factors that affect involvement in their 
child’s education. I hope these data will be useful to your school district to ensure the 
success of its local parental involvement plan.
I have enclosed a copy of the parental involvement survey and the accompanying consent 
form for your review. The consent form outlines explicitly the purposes of the study, the 
guarantee of participants’ confidentiality, and participants’ voluntary choices to 
participate in and withdraw from the study at any time without consequence. In addition, 
participants will be told that if they choose to participate, they will not be required to 
answer any questions to which they prefer not to respond. With each survey, I will supply 
a self-addressed, stamped envelope in which to return the materials to me.
Thank you for the opportunity to conduct my study in your district. Please do not hesitate 
to contact me should you have any questions.
Sincerely,
Elizabeth Crawford
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Appendix C
Informed Consent Letter to Survey Participants (English Version)
Hi, my name is Elizabeth Crawford and I  am a graduate student at the College of William and 
Mary. I  am conducting a research study in the area of parental involvement. Enclosed with this letter 
is a brief questionnaire that asks a variety of questions related to parental involvement. The purpose 
of my study is to learn about how parents feel about parental involvement, including opportunities for 
your involvement at home and at school, and which parental involvement activities or strategies you 
find valuable. I f  you choose to participate, I  am asking that you answer each survey item honestly. 
There are no "right answers" to these questions. The results of this project will be analyzed in order 
to determine how all parents feel about parental involvement. Your honest responses will help improve 
parental involvement in your child’s preschool.
Please do not write your name on the questionnaire. I  guarantee that your responses will not 
be identified with you personally. Once you complete the questionnaire, please enclose and seal it 
in the provided envelope and return the envelope to your child's teacher.
Please know that your participation is voluntary and there is no penalty if you do not 
participate. You may also withdraw from this study at any time. I f  you choose to participate, your 
responses will be very useful in improving parental involvement in your child's Virginia Preschool 
Initiative program.
Family-school relationships are very important to a child's education. A better understanding 
of parents' views pertaining to parental involvement is invaluable to ensuring successful parental 
involvement practices. I  hope you will take a few minutes to complete this questionnaire and to return 
it in the provided envelope by April 1, 2007.
Should you have any questions about this study, you may contact the project advisor, Or. 
James Beers at (757) 221-2385 or jwbeer@wm.edu. To report any dissatisfaction with the study, 
please contact the Chair of the Human Subjects Committee, Dr. Michael Deschenes at (757) 221-2778 
or mrdes@wm.edu. Thank you again for your time.
Elizabeth Crawford
Contact information:
802 Greystone Trace 
Newport News, VA 23602  
(757)968-5514  
ecoutl@wm.edu
THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE ETHICAL STANDARDS AND WAS 
EXEMPTED FROM THE NEED FOR FORMAL REVIEW BY THE COLLEGE OF WILLIAM AND MARY 
PROTECTION OF HUMAN SUBJECTS COMMITTEE (Phone 757-221-3966) ON 2007-03-01 AND EXPIRES ON 
2008-03-01.
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I f  you would like to receive a summary o f the results of this 
research study, please email or return this form to me in the 
mail, writing your name and address below:
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Appendix D
Informed Consent Letter to Survey Participants (Spanish Version)
Saludos, mi nombre es Elizabeth Crawford. Soy una estudiante posgraduada en el colegio 
William & Mary. Estoy administrando una investigacion en el area de relaciones entre los padres y la 
escuela. Incluso a esta  carta se  encuentra un cuestionario/encuesta que consiste de una variedad de 
preguntas relacionadas con el tema de las relaciones entre padres y escuela. El proposito de mi 
estudio, es aprender las opiniones de los padres acerca de la relacion entre ambos incluyendo 
oportunidades para su participacion en el hogar y en la escuela y para investigar cuales actividades o 
estrategias usted clasifica indispensables y valiosas. Si desea participar en esta  encuesta, le pido que 
revise cada pregunta detenidamente y conteste sinceramente. No existen preguntas correctas. Los 
resultados de este  proyecto seran analizados para determinar cuales son las opiniones de todos los 
padres acerca del tema de las relaciones y participacion de los padres. Sus contestas a la encuesta, 
seran de ayuda para la mejoria de las relaciones de los padres en la educacion preescolar de su 
nino/nina.
Por favor no escriba su nombre en la encuesta. Sus respuestas seran anonimas. Siguiente al 
terminar la encuesta envfela en el sobre sellado a la maestra de su nino/nina.
Su participacion es voluntaria. Incluso, si desea, puede terminar su participacion en este  
estudio en cualquier instante. Su participacion y respuestas seran valiosas en la mejoria entre las 
relaciones de los padres y el programa iniciativo preescolar de Virginia.
Relaciones entre familia y escuela son de mayor importancia para la educacion de un nino.
Como resultado, informacion acerca de las opiniones de la participacion de los padres es indispensable 
para asegurar exito en el diseno de polizas en referenda a e ste  tema. Les invito que tomen unos 
momentos para contestar las preguntas en la encuesta. Al cabo, enviela en el sobre que esta  
incluido hasta el 11 de mayo.
Si tiene preguntas o para mas informacion acerca de este  estudio, favor de ponerse en
contacto con el asesor del proyecto, Dr. James Beers, 757-221-2385 o en el Internet iwbeer@wm.edu.
Si tiene algun desagrado con este  estudio favor de ponerse en contacto con el Dr. Michael Deschenes
al 757-221-2778 o en el internet mrdes@wm.edu. presidente de el Comite se  sujetos humanos (Chair
of the Human Subjects Committee).
Muchas gracias por su atencion prestada.
Elizabeth Crawford 
802 Greystone Trace 
Newport News, VA 23602  
ecoutl@wm.edu
SE ENCUENTRA ESTE PROYECTO ES CONFORME CON LOS APROPIADOS ESTANDARES ETICOS, Y COMO 
TAL ESTA EXENTO DEL REVISO FORMAL POR EL COLEGIO DE WILLIAM & MARYCOMITE DE PROTECCION 
DE SUJETOS HUMANOS (Telefono 757-221-3966) EL 2007-03-01Y EXPIRE EL 2008-03-01.
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*  S i desea  re c ib ir  un sum ario  d e  los resu lta d o s  de  e s te  
estudio, favor de mandarme un mensaje en el Internet 
(email) o mandar e s te  formulario por coreo postal con su 
nombre y direccion aqui:
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Appendix E VPI Parental Involvement Survey (English Version)
Family-school relationships are very important to  a child's education. A be tte r understanding 
of your thoughts on parental involvement helps us to  improve your child's school program. 
Thank you for completing this survey!
Section A
Directions: Pleasec^frde)how much you agree with 
each statem ent below on a scale of 0 (N/A or 
Unsure) to  4  (Strongly Agree). cn<
a i 01<
<n
1.
2 .
3.
«)«>
a
<31Co
+-
<0
o
<
My child's teacher helps me be tte r understand my 
child as he or she learns and develops.
My child's teacher helps me understand ways I  can 
support my child's learning a t home.
My child's teacher wants me to support my child's 
learning at home.
My child's teacher tells me about ways to  prepare 
for kindergarten.
My child's teacher or school tells me about school 
events, meetings, and other information I  need to 
know as a parent.
Parent-teacher conferences (such as home visits) 
are held during times th a t are good for me.
I  feel welcomed by my child's teacher.
My child's school helps me meet other parents.
My child's teacher wants me to volunteer or help out 
a t  school.
10. My child's school helps me find services (such as 
health care) when my family needs them.
Section B
Directions: Please answer th e  following questions.
11. In what ways are you involved in your child's learning and school?
12. What does the school do to help you support your child's learning th a t you find valuable?
13. What (if anything) prevents your involvement a t  home or a t  school?
14. How can the school b e tte r  help you support your child's learning?
0
0
0
0
Section C
Directions: Please (circle) how often you do 
the  following on a scale of 0  (M/A or 
Unsure) to  5 (Daily or Several Times a 
Day).
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<
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.0
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Z 15. How often do you communicate with
your child's teacher?
16. How often do you attend your child's
0 school for classroom or school
activities?
0 17. How often do you volunteer or help out
a t your child's school?
0 18. How often do you do learning activities
with your child a t  home?
0 19. How often do you meet with your child's
teacher to  learn more about what your
0
child is learning a t  school?
3 2
3 2
3 2
3 2
3 2
Section D Please s  th e  following characteristics th a t  describe you and your family:
5
5
5
5
4
4
4
4
0
0
0
0
Your Relationship 
to Child
□ Mother
□ Father
□ Grandmother
□ Grandfather
□ Other
Family Household 
Income
□ Less than $15,000
□ $15,000 to $24,999
□ $25,000 to $34,999
□ $35,000 to $49,999
□ More than $49,999
Your Race/Ethnicity
□ White, non-Hispanic
□ Black, non-Hispanic
□ Hispanic
0 Asian or Pacific 
Islander
□ Native American/Inuit
□ Other
Your Employment
□ Not working
□ Part-time work
□ Full-time work
Your Sex
D Male 
□ Female
Your Child's Your Family 
S ex  Structure
□ Male
□ Female
□ Two-parent 
home
□ One-parent 
home
Your Highest Education Completed
□ Some high school
□ High school
□ Some college
□ Associate's degree 
0 Bachelor's degree
□ Master's degree or beyond
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Relaciones entre la familia y la escuela son extremamente importantes para la educacion de 
un nino. Mejor comprension de sus opiniones acerca de la participacion de los padres nos 
ayuda para mejorar el programa preescolar de su nino.
Seccion A
Instrucciones: Por favor indique con un
Appendix F VPI Parental Involvement Survey (Spanish Version)
Seccion C
ircuio') en
una escala de 0  (No aplica/ inseguro) a 4 
(Firmemente de acuerdo), su opinion a  las siguientes 
dedaraciones.
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1. La maestra de mi nino me ayuda a comprender el 
desarrollo escolar de mi nino.
2. La m aestra de mi nino me ayuda a comprender 
maneras que yo puedo apoyar el aprendizaje de mi nino 
en el hogar.
3. La maestra de mi nino desea que yo apoye el 
aprendizaje de mi nino en el hogar.
4. La maestra de mi nino me explica maneras para 
preparar para kindergarten (jardm de infancia.)
5. La maestra de mi nino o la escuela, me informa de 
eventos, reuniones y o tra informacion que necesito 
saber como padre.
6. Conferencias de padre y maestro (como visitas en el 
hogar) ocurren a una hora conveniente para mi.
7. Siempre soy bienvenida por la maestra de mi nino.
8. La escuela de mi nino me ayuda a conocer otros 
padres.
9. La escuela de mi nino quiere que sirva de voluntaria o 
ayude en la escuela.
10. La escuela de mi nino me ayuda a localizar servicios; 
por ejemplo (medicos) cuando mi familia los necesita. 
Seccion B Instrucciones: Por favor responda a las siguien
2
2
2
es preguntas.
11. cEn que modo es ta  usted relacionado en el aprendizaje y en la escuela de su nino?
12. cQue hace la escuela para apoyar la educacion de su nino que usted considera valioso?
13. cExisten o no existen circunstancias que impide su participacion en el hogar o en la 
escuela?
14. cEn que modo puede la escuela mejor apoyarle en la educacion de su nino?
cno
0
0
0
0
0
0
0
I nstrucciones: Por favor indique con un 
^ frculo)  la frecuencia que usted hace las 
siguientes en una escala de 0 (No 
aplica/inseguro) a 5 (diario o varias veces 
por dia).
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Su Genero
15. cCon que frecuencia se comunica usted g 
con la m aestra de su nino?
16. cCon que frecuencia visita usted la
escuela o clase de su nino para actividades en 5
ambos?
17. cCon que frecuencia se brinda usted de g 
voluntario o ayuda en la escuela de su nino?
18. cCon que frecuencia hace usted 
actividades academicas con su nino en el 5 
hogar?
19. cCon que frecuencia se comunica usted en 
persona, con la maestra de su nino, para 5 
saber lo que esta  aprendiendo?
Seccion D Por favor indique s  las caracterfsticas que 
Su Relacion al Nino
□ Madre
□ Padre
□ Abuela
□ Abuelo
□ Otro
Ingreso de la Familia
□ Menos de $15,000
□ $15,000 a  $24,999
□ $25,000 a $34,999
□ $35,000 a  $49,999
□ Mas de $49,999
Etnica/Rasa
□ Blanco
□ Negro
□ Hispano
□ Is  las Pacificas
□ Indio Americano 
Nativo
□ Otro
Su Empleo
□ No estoy trabajando
□ Trabajo Medio Tiempo
□ Trabajo Tiempo
epresentan a uste 
Genero de 
Su Nino
□ Masculino □ Masculino
□ Femenino □ Femenino
y su familia. 
Estructura de su 
Familia
□ Padre y Madre En 
El Hogar
□ Padre o Madre En 
El Hogar
Completo
Alcanzado Nivel Educativo (education)
□ Alguna educacion secundaria
□ Secundaria
□ Bachillerato
□ Licenciado
□ Doctorado o mas
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Appendix G 
A Priori Categories
Category Theme Theme Description Source
Bidirectional
Communication
• Formal and informal communications through means such as: 
o written messages (e.g., notes and newsletters)
o phone calls
o parent-teacher conferences 
o parent orientation events
• Communication concerning child’s learning and development
Baker et al., 1999 
Epstein & Dauber, 1991 
Kessler-Sklar & Baker, 2000 
Marcon, 1999 
Watkins, 1997 
Weiss et al., 2006
Types of 
Parental 
Involvement
• Parent education through means such as: Barnard, 2004
o conversations with teachers, family, friends, other parents Hepburn, 2004
o home visits Foster et al., 2005
o parent resource center Heymann & Earle, 2000
o parent-resource teacher Kessler-Sklar & Baker, 2000
o parenting programs and events Raikes et al., 2006
o intervention services Stevenson & Baker, 1987
Parent Education Q p a r i n g  guides and other books Sweet & Appelbaum, 2004
• Strengthening parent knowledge about child development Weiss et al., 2006
• Building parenting skills Zellman & Waterman, 1998
• Strengthening parent-child relationship
• Promoting age appropriate care and activities to promote
child’s cognitive, health, development, and social and
emotional skills
Parental 
Involvement at 
  School------
• Attending school performances, sports, or other events
• Participating in specific child-related school programs (e.g., 
speech therapy; IEP meetings)
• Regular classroom visits
• Volunteering (e.g., assisting teachers, administrators, and
Barnard, 2004 
Epstein & Dauber, 1991 
Weiss et al., 2006 
Zellman & Waterman, 1998
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Category Theme Theme Description Source
children in classrooms or other school areas)
Parental 
Involvement at 
Home
• Interpersonal communication with child (e.g., discussing daily 
events with child.)
• Promoting child-centered play activities (e.g., playing games 
together).
• Supplementing or reinforcing school learning at home (e.g., 
going to a museum to learn about dinosaurs).
• Supporting child’s language and literacy development (e.g., 
reading to or listening to a child read at home; visiting 
libraries).
• Supporting child’s development o f numeracy and other 
mathematics-related skills (e.g., learning numbers, shapes, 
colors).
• Teaching new skills to child (general).
Albritton et al., 2003 
Baker et al., 1999 
Epstein, 1986 
Epstein & Dauber, 1991 
Fantuzzo & McWayne, 2002 
Foster et al., 2005 
Henderson & Berla, 1994 
Kessler-Sklar & Baker, 2000 
McWayne et al., 2004 
Nord et al., 1999 
Parker et al., 1999 
Weiss et al., 2006 
Senechal et al., 1998 
Zellman & Waterman, 1998
Types of 
Parental 
Involvement
Parents as 
Decision Makers
• Participate in goal setting on behalf of child (e.g., IEP 
meetings)
• School-, district-, or state-level involvement in decision-making 
capacity, such as:
o Serving as member of school council (e.g., school 
improvement council) 
o Serving on a task force
o Participating in a parent-teacher organization (e.g., PTO)
• Enhanced empowerment as parent experiences more influence 
within school
Bauch & Goldring, 1998 
Delgado-Gaitan, 1991 
Epstein & Dauber, 1991 
Hepburn, 2004 
Kessler-Sklar & Baker, 2000
Community 
----- Services and----
• Access to a network of resources such as social services (e.g., 
health care, psychologists, social workers)
• School creates partnerships with community services to benefit
Coleman, 1987 
Epstein & Dauber, 1991 
Kessler-Sklar & Baker, 2000
Other Social
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Category Theme Theme Description Source
Support families
• Size and strength of social networks
Marshall et ah, 2001 
Melson et al., 1993 
Weiss et al., 2006
• Providing information needed to transition child to kindergarten Kraft-Sayre & Pianta, 2000
Transition
• Communicating with kindergarten teachers and/or parents 
during to preschool year to share information
• Transition coordinator available to address concerns and
Me Wayne et al., 2004 
Schulting et al., 2005 
Weiss et al., 2006
Practices provide support
• School holds regular meetings for families
• Providing opportunities for child to become families with 
kindergarten rituals and activities
• Cannot find or afford child care thereby preventing 
involvement.
Adelman, 1994 
Lareau & Shumar, 1996
Perceptions of 
Barriers to Impersonal
• Family or personal health problems limit involvement.
• Financial resources limit involvement.
Pena, 2000 
Wood & Baker, 1999
Involvement • Lack of transportation prevents involvement.
• Language-communication barriers.
• Work schedule prevents involvement.
Personal
• Anxiety about child’s performance or behavior
• Lack of knowledge about how to become involved
• Lack social support networks.
• Limited education or expertise to help child at home.
• Limited educational background.
• Mistrust of educational system.
• Parent does not value education.
Adelman, 1994 
Aronson, 1996 
Casanova, 1996 
Greenwood & Hickman, 1991 
Griffith, 1998 
Lareau & Shumar, 1996 
Pena, 2000 
Wood & Baker, 1999• Parent feels incapable of influencing school.
• Parent had negative school experiences.
• Social class differences.
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Category Theme Theme Description Source
• Wish to maintain privacy about home life (re: parent education 
programs).
• Parent “cliques” isolate some parents and prevent their 
involvement
Adelman, 1994 
Dauber & Epstein, 1993
Institutional
• School does not empower parent to become involved (e.g., 
parent has never been asked to volunteer; parent does not feel 
welcomed at school)
• School does not have a policy supporting parental involvement
• School fails to establish and to maintain opportunities for 
involvement.
• School resources are not allocated to the parental involvement 
program.
Epstein, 1986 
Pena, 2000
• Parents are informed of child’s academic and social Baker, 1997
development
• Parents are informed of ways to volunteer at school
Becker & Epstein, 1982 
Epstein, 1986
Perceptions 
of Facilitating 
Factors to 
Involvement
Communication 
and Outreach
• Parent perceives that teacher shares important information (e.g., 
specific strategies; when school events are held)
• Perception concerning context of outreach (e.g., teacher 
contacts parent concerning child’s positive or negative 
behavior)
Epstein, 1990 
Epstein & Dauber, 1991 
Griffith, 1997 
Hepburn, 2004 
Weiss et al., 2006
Encouraging 
Parents to Become 
Involved
Parent feels encouraged to become involved 
Parent feels welcomed and wanted by school staff 
Parent’s sense of efficacy (e.g., feels successful helping his or 
her child)
Parent feels his or her language and/or culture is validated by 
child’s school
Bauch & Goldring, 1998 
Comer & Haynes, 1991 
Epstein, 1986 
Griffith, 1997 
Griffith, 1998 
Grolnick et al., 1997 
Pena, 2000
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Category Theme Theme Description Source
• Participate in goal setting on behalf of child (e.g., IEP Bauch & Goldring, 1998
meetings) Delgado-Gaitan, 1991
• School-, district-, or state-level involvement in decision-making Epstein & Dauber, 1991
capacity, such as: Hepburn, 2004
o Serving as member of school council (e.g., school Kessler-Sklar & Baker, 2000
improvement council)
Involving Parents o Serving on a task force
as Decision o Participating in a parent-teacher organization (e.g., PTO)
Makers • Enhanced empowerment as parent experiences more influence 
within school
• Parent experiences influence within school
• Parent feels permitted to request modifications in his or her 
child’s instructional program
• Assist in parenting role Barnard, 2004
• Building parenting skills Hepburn, 2004
• Parent education through means such as: Foster et al., 2005
o conversations with teachers, family, friends, other parents Heymann & Earle, 2000
o home visits Kessler-Sklar & Baker, 2000
o parent resource center Raikes et al., 2006
o parent-resource teacher Stevenson & Baker, 1987
Parent Education o parenting programs and events 
o intervention services 
o parenting guides and other books
• Strengthening parent knowledge about child development
• Strengthening parent-child relationship
• Promoting age appropriate care and activities to promote 
child’s cognitive, health, development, and social and 
emotional skills
Sweet & Appelbaum, 2004 
Weiss et al., 2006 
Zellman & Waterman, 1998
• Personalized contacts are made regarding opportunities for Baker et al., 1999
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Category Theme Theme Description Source
Perceived 
Opportunities for 
Home 
Involvement
home involvement.
School sends home written communications regarding 
opportunities for involvement.
School makes home visits.
Epstein, 1986 
Epstein & Dauber, 1991 
Fantuzzo & Me Wayne, 2002 
Foster et al., 2005 
Henderson & Berla, 1994 
Kessler-Sklar & Baker, 2000 
McWayne et al., 2004 
Nord et al., 1999 
Parker et al., 1999 
Weiss et al., 2006 
Senechal et al., 1998 
Zellman & Waterman, 1998
Perceived 
Opportunities for 
School 
Involvement
Parent asked to participate in specific child-related school 
programs (e.g., speech therapy; IEP meetings). 
Personalized contacts are made regarding opportunities for 
school involvement (e.g., regular classroom visits, 
opportunities to volunteer such as assisting teachers, 
administrators, and children in classrooms or other school 
areas).
School events are held during times in which parents can 
attend.
Barnard, 2004 
Epstein & Dauber, 1991 
Weiss et al., 2006 
Zellman & Waterman, 1998
Social Support
Access to a network of resources such as social services (e.g., 
health care, psychologists, social workers)
School creates partnerships with community services to benefit 
families
Size and strength of social networks
Schools serve as place for parents to collaborate/solve problems
Adelman, 1994 
Coleman, 1987 
Epstein & Dauber, 1991 
Kessler-Sklar & Baker, 2000 
Marshall et al., 2001 
Melson et al., 1993 
 Weiss et al., 2006_____
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